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ABSTRACT
CHANGING PERCEPTIONS OF CAREER AND TECHNICAL EDUCATION (CTE):
BRIDGING THE SOFT SKILLS GAP WITH HIGH QUALITY CTE
Alison Matthews

This study examined Career and Technical Education (CTE) teachers’ perceptions
of the role and application of soft skills content within CTE and students' career planning.
This qualitative multiple case study utilized artifact collection, document analysis, and
personal interviews of CTE teachers from three high schools in Suffolk County, Long
Island, New York. Participants had between ten to twenty-three years of teaching
experience, either in Business or Technology Education. This study investigated CTE
teachers’ perspectives regarding the importance of soft skills within CTE curricula,
strategies for soft skills implementation, and examined any differences in the
implementation of soft skills in different CTE areas.
Research has indicated that employers have difficulty finding workers with
appropriate soft skills contributing to a skills gap in the workforce. The findings of this
study revealed that the experiential learning component within CTE courses provides a
unique opportunity for students to develop soft skills that they can use in college and
future careers. Exposing students to soft skills taught in CTE courses can serve as a way
to fill the skills gap noted by employers. Soft skills are not always specifically taught as a
topic in CTE courses but are often incorporated into the curriculum.

Participants effectively implemented soft skills consistently across different CTE
areas. They found the soft skills of communication, critical thinking, and creativity to be
the most important for their students to demonstrate. The nature of CTE provides teachers
with autonomy in lesson planning and teaching. CTE teachers value the ability to
demonstrate creativity in the classroom but would benefit from updated CTE curriculum,
mandatory CTE courses, and opportunities for more diversity within CTE programs.
These findings could be significant for future research focused on the evaluation of soft
skills within other CTE areas, CTE student outcomes, CTE curricula and standards
development, and the role of CTE within professional organizations.
Keywords: CTE, experiential learning, skills gap, soft skills
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CHAPTER 1: INTRODUCTION
Employers seek potential employees with appropriate technical skills, often called
hard skills, acquired from previous training in today's workforce (ManpowerGroup,
2018). Stewart et al. (2016) identified hard skills as technical, tangible, and measurable
competencies. In addition to the importance of possessing hard skills, employers have
difficulty finding workers with appropriate soft skills. Soft skills, also referred to as
interpersonal or employability skills, are personal characteristics of employees. These
skills can be grouped into four categories: (a) personal (e.g., self-awareness); (b)
interpersonal (e.g., communication); (c) group (e.g., collaboration); and (d)
organizational (e.g., leadership) (Levasseur, 2013).
Some schools do not adequately prepare students with the skills needed to
succeed (Koc, 2018; McDonough, 2017; U.S. Chamber of Commerce, 2019). This lack
of preparation leads to a skills gap when students enter the workforce. This skills gap can
be attributed to a school curriculum that supports academic rigor but fails to include
essential interpersonal skills required for the workplace (Heckman & Kautz, 2012; Hora
et al., 2016). The skills gap creates a disconnect for employers who then have difficulties
finding employees with necessary interpersonal or soft skills. The Society for Human
Resource Management (SHRM, 2019) reported that 83% of business and human resource
leaders had difficulty recruiting qualified candidates in the past twelve months. In the
same survey, 75% of respondents attributed recruiting problems to a shortage of
candidates with the necessary skills (SHRM, 2019).
According to Heckman and Kautz (2012), some employers found soft skills more
important than hard skills because personality traits such as conscientiousness,
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perseverance, sociability, and curiosity matter more in determining life success than hard
skills. The Centre for Economics and Business Research (CEBR) analyzed employment
data from the job-placement website Indeed (2014) and determined that unfilled jobs cost
U.S. businesses $160 billion annually. An annual study of over 600 human resources
leaders conducted by Wiley Education Services in collaboration with Future Workplace
(2019) found that 64% of respondents believed their companies evidenced a skills gap.
This percentage was up 12% from the previous years’ results (Wiley Education,
2019). Moreover, 43% of respondents believed the skills gap contributed to recruiting
challenges, and 42% agreed the skills gap made their company less efficient.
Career and Technical Education (CTE) courses provide students with a
foundation in specific soft skills that employers seek (Daggett, 2013; Dougherty, 2016;
Reed et al., 2018). Daggett (2003, 2013) explained that many of today’s workers did not
have the opportunity to participate in CTE courses during their schooling. American
schools focused on assessment during that time, and many had little to no CTE offerings
available. According to the Association for Talent Development (ATD), entry-level
workers from Generation Z and Millennial generations likely possessed hard skills, such
as learning technology quickly. Still, they often lacked critical soft skills, such as
communication and teamwork (Souze & Fyfe-Mills, 2018). Classroom learning did not
stress those skills when this group was in school. When many of these workers were still
in elementary or high school, educational legislation focused on ensuring student
proficiency in core subjects rather than developing soft skills. One of those specific
initiatives was the No Child Left Behind Act of 2001 (NCLB), which prioritized basic
literacy and math skills supported by frequent assessment. Daggett (2003) noted that the
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NCLB created test-driven education directly contradicting the changing American
workplace and limited opportunities for students to acquire soft skills. Employers sought
employees who, in addition to possessing hard skills, could solve real-world predictable
and unpredictable problems and situations.
Another related legislation focused on assessment rather than soft skills
development was the Common Core State Standards (CCSS). The CCSS was introduced
in 2009 to “ensure all students, regardless of where they live, were graduating high
school prepared for college, career, and life” (Common Core State Standards [CCSS]
Initiative, 2020, p. 1). The College and Career Readiness Standards (CCRS) addressed
the curriculum students were expected to know and understand by high school
graduation. In 2016, the ACT National Curriculum Survey showed that while the CCSS
was designed to ensure that students were college and career ready, many employers
believed the most critical skills for success were not part of the CCSS. Notably,
employers cited specific soft skills, including critical thinking and conscientiousness, as
essential skills for the workplace (ACT, 2016).
Many employers advocated for students being taught soft skills in college
(SHRM, 2019). SHRM (2019) found that 47% of employers perceived that colleges were
not adequately preparing students for the working world; moreover, more than 35%
suggested that colleges, rather than employers, bear significant responsibility in training
future employees for the workforce. Even if colleges were more likely to address soft
skills development, not all students will attend college. According to the U.S. Bureau of
Labor Statistics (2020), 66.2% of high school graduates aged 16 to 24 were enrolled in
college in October 2019. Historically, fewer than 58% of students enrolled complete a
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degree within six years. In 2019, 47.4% of American adults earned a degree, and only
35% of Americans earned a bachelor’s degree or higher (U.S. Census Bureau, 2020).
Almost 53% of the population does not earn a college degree. Therefore, it can be
assumed that high school might present the best opportunity for many students to acquire
soft skills before entering the workforce.
For over a century now, Career and Technical Education (CTE) has been part of
American schools. According to Dougherty (2016), CTE was initiated to give students
hands-on experience in a vocation or a trade, mainly farming. As CTE evolved, the
concept of students learning through hands-on experience remained. Historically,
legislation has supported developing CTE programs in secondary and post-secondary
education; however, the level of support has varied over time (Dougherty, 2016; Eimers,
2017; Ruffing, 2006).
One of the early proponents of CTE, Dewey promoted the concept of experiential
education. Dewey’s concept focused on learning by problem-solving and critical thinking
rather than memorization (Dewey, 1938; Giesen, 2012). Furthermore, Dewey’s work on
experiential education influenced Kolb’s experiential learning theory (ELT, 1984). In
ELT, “knowledge results from the combination of grasping and transforming experience”
(Kolb, 1984, p. 4).
The Career Development and Occupational Studies (CDOS) are CTE learning
standards for New York State. In addition to addressing technical skills development,
each of the four CDOS standards references soft skills in some form (New York State
Education Department [NYSED], n.d.):
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1. Standard 1 – Career Development: Students will be knowledgeable
about the world of work, explore career options, and relate personal
skills, aptitudes, and abilities to future career decisions.
2. Standard 2 – Integrated Learning: Students will demonstrate how
academic knowledge and skills are applied in the workplace and other
settings.
3. Standard 3a – Universal Foundation Skills: Students will demonstrate
mastery of the foundation skills and competencies essential for success
in the workplace.
4. Standard 3b – Career Majors: Students who choose a career major will
acquire the career-specific technical knowledge/skills necessary to
progress toward gainful employment, career advancement, and success
in post-secondary programs.
According to New York State United Teachers (NYSUT, 2014), the goal of
CDOS was to connect school and work through career awareness, employer input, career
planning presentations, job shadowing, internships, and worksite visits. New York State
adopted new guidelines based on the CDOS standards to provide students with a
curriculum focused on career preparation. Specifically, New York state introduced
alternative graduation pathways to qualify students for a credential or a high school
diploma (NYSED, 2020). The pathways approved in 2015 to 2016 are the CDOS
Commencement Credential, CTE Graduation Pathway, and the CDOS Graduation
Pathway. Students can exit high school with a CDOS credential, or graduate with a
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Regents diploma with a CDOS Credential, or graduate with a Regents diploma with a
Technical Endorsement.
Figure 1
Comparison: CTE Pathway (4+1), CDOS Credential, and CDOS Pathway

Note. This model detailing CTE New York State Graduation Options was updated by the
CTE Technical Assistance Center of NY (CTE TAC) in 2019.
These three pathways demonstrate for employers that students were having reallife experiences with careers and the workplace. Students enrolled in any of these
pathways can exit high school with credentials ranging from a standalone certificate to a
Regents diploma with an additional endorsement. NYSUT (2014) emphasized the need to
update CTE program identity and highlight the benefits of these new pathways by
6

describing them as “a Regents diploma embossed by a CTE technical endorsement,
signifying that the student has met not only all requirements for a Regents diploma but
also demonstrated an elevated level of proficiency in a CTE program” (p. 4).
Although the CDOS and CCSS career readiness standards had been articulated for
many years, very little empirical research has been done regarding whether these
standards were fully realized in CTE programs. The perspective of teachers who design
specific curricula and implement the programs must be considered.
Purpose of the Study
One of the main goals of American education has been to equip students with
college and career readiness skills that will prepare them for future careers by the time
they graduate from high school (Common Core State Standards Initiative [CCSS], 2020).
Employees with soft skills are highly sought after by today’s employers. Students exiting
high school or college without these vital skills is a concern as recent studies have shown
employers stress difficulties identifying workers with appropriate soft skills (Hora et al.,
2016; Robles, 2012; SHRM, 2019).
Participating in CTE courses is a way for students to acquire soft skills that they
can, in turn, transfer to future employment. Soft skills implementation is a requirement of
CTE programs. In fact, in New York State, the CDOS standards include the terms soft or
employability skills. Starting in the early 2000s, legislation such as NCLB and the CCSS
were enacted. Schools focused more on test-driven instruction, and CTE courses were not
a priority (Daggett, 2003; Meeder & Suddreth, 2012). As time progressed, students were
prepared to take tests but were not necessarily armed with the interpersonal skills needed
in the workplace. CTE had also garnered a reputation of lacking academic rigor, was
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confused with its predecessor, vocational education, and often was not considered an
option for college-bound students (Dougherty, 2016).
Based on the recent call from employers and industry, the importance of CTE,
specifically the soft skills component, is being explored more often by schools and
educational legislation. Two of the most popular areas in CTE are business and
technology education. In business, old courses like typing and Introduction to
Occupations have been replaced with courses like Entrepreneurship and International
Marketing (NYSED, 2020). Once the staple of technology courses, industrial arts and
carpentry shop classes have been replaced with classes such as robotics and engineering
(Rose, 2014). According to the U.S. Department of Education (2019), in 2017, the top
three most predominant career clusters in U.S. high schools were: (1) Arts, Audio-Visual
Technology, and Communication; (2) Business Management and Administration; and (3)
Health Science. Research focusing on technology and business education teachers as
participants could yield valuable data as those two areas have the highest CTE
enrollment.
Even with the new demand for soft skills in CTE curricula, most states do not
require all students to participate in CTE. CTE evaluative measures and instruments not
only differ from state to state but often from region to region. Having clear guidelines on
teaching CTE courses and implementing soft skills could connect employers with
employees that possess the desired soft skills. CTE courses are becoming more popular,
and there is an increasing demand from education decision-makers to verify CTE student
achievement. The lack of consistent and efficient evaluative instruments, especially for
measuring personal qualities like soft skills, makes it difficult for CTE programs to
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provide quality data regarding their effectiveness (Duncan, 2011; Hyslop, 2016, Jones,
2016).
This study examined how teachers perceive the role and application of soft skills
content within CTE and students' career planning. The study focused on interviews with
business and technology teachers who designed and implemented programs before and
after the introduction of CDOS/CTE credentialing and pathways. Understanding how soft
skills content was perceived and taught in CTE programs, specifically in the most popular
areas, business and technology, is vital in discerning if soft skills are transferred outside
of the classroom as students move to college and future careers.
Theoretical Framework
The theoretical framework proposed for this study was grounded in Kolb’s (1984)
experiential learning theory (ELT). A common theme within ELT is that experience and
reflection are integral to learning (Kolb, 1984). Experiential learning is a fundamental
component of CTE programs, especially the personal experiences and reflection that can
encourage soft skills. The direct educational encounter found in Kolb’s ELT has perhaps
the most significant potential within a CTE educational setting and might enhance the
teacher education process (Clark et al., 2010, p. 48).
Kolb’s ELT (1984) is one of the most widely recognized theories in the field of
experiential learning. Kolb’s experiential learning model (ELM) consists of four stages,
which do not necessarily follow a specific order; however, the model is most effective
when students complete each stage of the cycle (Petkus, 2000). The model consists of
two related modes of grasping experience and two related modes of transforming
experience (Figure 2; Clark et al., 2010, Kolb, 1984; Kolb, 1981; Kolb & Kolb, 2005;
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Petkus, 2000). The grasping experience modes consists of concrete experience and/or
engaging in an experience that evokes feelings and abstract conceptualizations. Abstract
conceptualizing is defined as integrating theories and concepts into the learning process
and includes in-depth thinking. The transforming experience modes are described as
reflective observation and active experimentation. Reflective observation concerns
contemplating experiences to create connections using feedback. Active experimentation
regards the doing of actions and encompasses prior reflections and conceptualizations
(Figure 2).
Figure 2
Experiential Learning Model

Note. Four stages of Kolb’s Experiential Learning Model (Kolb, 1984). Cycling through
these stages helps CTE students to build transferable skills to use in new situations.
This research examined how teachers perceived the role and application of soft
skills content within CTE and students' career planning. Kolb’s ELT (1984) informed the
design and analysis of the data, as this researcher proposed to examine the range of
alignment between themes that emerge from the research content. This researcher
conducted interviews and collected artifacts from teachers to elicit major themes and
10

assess the range of alignment with Kolb’s ELT (1984). The procedures used in this study
can be used to guide CTE teachers and policy makers in their approaches to effectively
understanding and evaluating how CTE curriculum delivery can be improved by focusing
on experiential learning and soft skills.
Significance of the Study
Employers seek employees that demonstrate soft skills, such as communication
and collaboration. Robles (2012) determined that soft skills are critical in the current and
future workplace, and communication, integrity, and courtesy are the most valuable soft
skills. Evaluating teacher perceptions of soft skills and student career planning as a part
of CTE programs could assist in establishing a CTE curriculum where students can
obtain the soft skills that employers desire. This study presented an opportunity to
explore the understudied topic of teachers’ perception of the role and application of soft
skills content within CTE and students' career planning.
This study is essential for educators, school administrators, and policy makers
because soft skills within CTE programs are not always clearly defined (Duncan, 2011;
Imperatore & Hyslop, 2015). According to Bronson (2007), the real-world applications
that CTE programs provide are essential for students to develop transferable skills.
However, the delivery of an "unwritten curriculum" in CTE programs (e.g., inclusions of
emotional intelligence skill-building) often depends on the delivery of the individual
teacher (Bronson, 2007; Jones, 2016). Teachers translate the use of curriculum in distinct
ways, and at times, the delivery of instruction depends on what they perceive as
important. Findings from this research explored how teachers perceived soft skills
content and how they implemented the content in CTE programs.
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Connection with Social Justice and/or Vincentian Mission in Education
Academic excellence and the development of lifelong learning for all learners,
especially those lacking certain advantages, are essential components of the Vincentian
Mission in Education. Aiding students in soft skills development will arm them with
qualities employers want their employees to possess. This study focused on teachers’
perceptions on the implementation of soft skills in CTE curriculum demonstrated a social
justice component. Many employers have noticed an even greater skills gap for certain
groups of students. According to Rebell et al., (2017), students from low-income families
and students of color disproportionately left high school lacking college and career
readiness skills. CTE can serve as a motivator for all students, especially at-risk
populations. Students that concentrated in CTE courses felt more engaged in school, were
less likely to drop out of high school, and were more likely to out-earn their peers after
graduation (Dougherty, 2016; Kelly & Price, 2009). Findings from this study provide
awareness and understanding for improving the educational system and for providing
learners with enhanced college and career readiness options.
Research Questions
This investigation concerned the extent of alignment regarding teachers’
perceptions of soft skills implementation within CTE programs as specified by the New
York State (NYS) CDOS Core Curriculum and the role of teachers in those programs.
Although CTE has specific objectives for implementing soft skills based on CDOS, a
lack of consistency in implementation and evaluation often leads to varying teacher
perceptions and implementation across the state. To examine these concepts, the
researcher used the following research questions:
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RQ1: What is the perceived role of soft skills within CTE curriculum in Business and
Technology?
RQ1A: How do CTE teachers incorporate soft skills content into their curricula?
RQ1B: What strategies do teachers report using to address NYS CDOS Standards
when incorporating soft skills content in CTE coursework?
RQ2: How do CTE Business and Technology teachers perceive the use of soft skills for
career preparation and planning?
RQ3: What differences exist, if at all, between CTE Business and Technology teachers'
approaches in their inclusion of soft skills content in business and technology courses?
Definition of Terms
Career and Technical Education (CTE): Program of study for kindergarten children
through adults, including rigorous academic content closely aligned with career and
technical subjects. The content provides students of all ages with the academic and
technical skills, knowledge, and training necessary to succeed in future careers and
become lifelong learners (Advance CTE, 2014).

Career Development and Occupational Studies (CDOS) Standards: These are
the learning standards for Career and Technical Education for New York (NYSED, n.d.).

Career Cluster Framework: The framework consists of 16 clusters that function as a
guide for developing programs of study bridging secondary and postsecondary curricula
and creating individual student plans (Advance CTE, 2014).
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CTE Concentrator: a student who takes a certain number of credits (defined by the state)
in a single CTE program area (Dougherty, 2016; NCES, 2015).

Dual Enrollment: a high school student earns high school and college credit
simultaneously for successfully completing a course from a postsecondary institution
(NCES, 2015).

Hard Skills: These are skills that are technical, tangible, and measurable competencies
(Stewart et al., 2016).

Kolb’s Experiential Learning Theory (ELT): ELT includes the knowledge
resulting from a combination of grasping and transforming experience (Kolb, 1984).

Secretary’s Commission on Achieving Necessary (SCANS) Skills: Skills identified by
the Secretary of Labor that students need to succeed in the world of work, including basic
skills, thinking skills, and personal qualities (CTE TAC, 2012; Kane et al., 1990; Ruffing,
2006).
Skills Gap: Employees often lack the expected soft skills employers desire; these skills
include essential noncognitive skills, such as critical thinking, communication, teamwork,
and creativity (Heckman & Kautz, 2012; Robles, 2012).
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Soft Skills: These skills include personality traits that are innate and challenging to
measure. They are sometimes referred to as 21st-century skills, employability skills,
interpersonal skills, life/career abilities, or college and career readiness skills.

Successful Practices Network (SPN) BETTER Learning Model: Six essential 21stcentury elements reflecting effective teaching research. The elements include building
connections with relevance, engaging as independent learners, testing and grading for
proficiency, targeting personal skills and work habits, empowering with hope and
confidence, and rewarding creativity and innovation (Jones, 2016).

Vocational Education: The term refers to the predecessor to more contemporary CTE.
Vocational education focused on preparing students for blue-collar jobs rather than
college and careers (Daggett, 2003; Miller, 1985).

Work-Based Learning (WBL): Activities that take place in the workplace or in the
school in collaboration with the community to provide a service or produce a product that
meets industry standards. The successful design and implementation of WBL experiences
require the collaboration of education, business, and industry stakeholders (Cahill, 2016).
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CHAPTER 2: REVIEW OF RELATED RESEARCH
High-quality CTE instruction provides students with soft skills that are needed in
the workplace. NYSED (2020) explained that CTE introduces students to career
opportunities and assists them in obtaining technical skills, applying academic skills, and
developing career-related behaviors. According to SHRM (2019) research, employers
expressed that the skills gap has grown in recent years. The skills employers found most
frequently missing in potential candidates were communication, problem-solving, critical
thinking, innovation, and creativity. Exploring how a teacher perceives soft skills content
in CTE programs could contribute to filling the skills gap noted by employers.
Theoretical Framework
As detailed in the previous chapter, this research used Kolb’s experiential learning
theory (1984) to examine teachers' perceptions of their role in soft skills implementation
in CTE curriculum. Kolb (1984) developed ELT using over one hundred years of prior
research regarding the experiential learning theory developed by Dewey, Lewin’s action
research, and Piaget’s constructivism theory. Kolb drew from these foundational scholars
by emphasizing experiential learning to shape the widely accepted ELT. According to
Kolb, learning was “the process whereby knowledge is created through the
transformation of experience” (Kolb, 1984, p. 41).
ELT has been widely accepted as a valuable framework for innovative learningcentered education, including instructional design, curriculum development, and life-long
learning. Academic field and job classification studies have also shown a pattern of
results consistent with the ELT structure of knowledge theory (Kolb & Kolb, 2005).
Ultimately, incorporating ELT practices in CTE classrooms can assist with soft skills
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delivery in CTE lessons. The American Institute for Research (AIR) (2016) found that
CTE curricula included several experiential learning models for connecting soft skills to
the curriculum, including performing classroom projects, assessing student learning, and
using performance rubrics. While several experiential options for connecting soft skills to
curriculum exist, individual teachers' deliveries and evaluation methods vary. CTE
teachers who implement experiential learning into their curricula often use their own
cycling method through Kolb’s ELM depending on the particular lesson or student (Clark
et al., 2010). Kolb’s concept informed the design and analysis of this research by using
ELT to explore the perception of effectiveness in the implementation of experiential
learning to enhance soft skills within CTE curricula.
Kolb’s research regarding experiential learning spanned over forty years and
explored many different professions. Kolb’s work was extensive and included numerous
studies (Kolb, 1984; Kolb, 1981; Kolb & Kolb, 2005; Kolb et al., 2014). In these studies,
using interviews, direct observation, research, and self-designed learning inventories and
frameworks, Kolb assessed the extent of experiential learning demonstrated by teachers.
Particularly, Kolb sought to explain the significance of experiential learning and how
teachers can become experiential educators. Kolb’s results have significantly contributed
to the concept of teacher-learning styles. For example, the Learning Style Inventory is
based on Kolb’s experiential learning theory (Kolb, 1984) and was designed to help
individuals identify how they learn from experience (Kolb, & Kolb, 2005).
According to Clark et al. (2010), CTE programs should start or continue to
include experiential learning instruction, especially reflection, often the most overlooked
component. For this study, Kolb’s ELT was used to analyze participants' responses to
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interviews on using experiential learning concepts to incorporate soft skills into the CTE
curriculum. Feedback was provided to participants enabling them to reflect on their
responses.
CTE and Soft Skills in the World of Work
The mission of higher education is to prepare students for careers and work.
Appleby’s (2001, 2017) research on job-seeking and academic advisement suggested that
not all students realize that soft skills or transferable skills can be vital in the job market,
often more than technical skills and knowledge. Overt curriculum refers to technical
knowledge and skills that students gain in college. The covert curriculum could be more
important than the overt curriculum because students can acquire lifelong learning skills
to successfully perform at work after their formal education ends (Appleby, 2001).
Recently employers have found that new college graduates lack essential
noncognitive skills, including critical thinking, teamwork, and creativity (Robles, 2012,
SHRM, 2019). High school CTE programs could be a better option for young people to
learn soft skills than purely academic college courses, focusing on content learning.
However, soft skills are challenging to measure and may not be explicitly included in an
academic curriculum. According to Stewart et al. (2016), many employers found that
most college graduates lacked the needed soft skills and were unprepared for the work
world; however, most college students felt they were proficient in soft skills and prepared
for work. Some college students sought experiences to increase their soft skills, whereas
others were unaware of the importance of these skills or may not have realized that they
lack these skills. Furthermore, waiting until college to acquire these skills may not be an
option for all students, and soft skills are not included in every college curriculum.
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Most Americans perceive that teaching students CTE at a younger age could
enhance soft skills desired in the workplace. Lopez and Calderon (2013) analyzed a poll
administered by Gallup Education, surveying Americans' attitudes toward public
education. Findings indicated that more than 75% of adults surveyed believed that K-12
schools should teach soft skills, such as critical thinking and communication. Based on
New York State standards, students might benefit if these skills were taught in high
school. While career-readiness skills are written into the state curriculum, there is little
research on their development within the educational plan. The incorporating and
measuring of soft skills in CTE curriculum are challenging to evaluate. Jones (2016)
explained that teaching soft skills is often frustrating because of vague objectives and
ineffective traditional teaching approaches. Also, Jones (2016) stated that to implement
soft skills (life/career abilities) in the CTE curriculum effectively, teachers must begin
with the end in mind. The first step in embracing these life/career abilities was defining
the traits and then building a system-wide process to intentionally embed these skills
within instruction (Jones, 2016).
Research on student outcomes indicates CTE students tend to have higher
engagement, graduation rates, and future earnings than their peers (Association for
Career and Technical Education [ACTE], 2013; Dougherty, 2016; Eimers, 2017;
NYSED, 2020; Rose, 2014). However, some students’ and parents’ perceptions of CTE
made it unattractive because they have often associated it with vocational education for
academically struggling students. According to Dougherty (2016), vocational education
programs of the 1980s and 1990s were geared to students seeking to learn a trade and not
for college-bound students.
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History of CTE
From the Smith-Hughes Act of 1917 to the Strengthening Career and Technical
Education for the 21st Century (Perkins V) Act of 2018, CTE has been part of American
schools in some form for the last century (Cushing, et al., 2019; Bartholomew, 2014;
Dougherty, 2016). Advance CTE (2014) defined CTE as providing students of all ages
with the academic and technical skills, knowledge, and training necessary to succeed in
future careers and become lifelong learners.
The Smith-Hughes Act of 1917
The Smith-Hughes Act of 1917 was the first legislation that directed public
funding to vocational schools. The Act was purposed with meeting the needs of workingclass Americans whose children were attending high school and lacked direction
regarding future professions (Mulcahy, 2007 as cited in Gray, 1991). The goal of
Congress in passing this Act was to train future farmers for jobs in agriculture apart from
traditional school settings (Dougherty, 2016). Traditional vocational programs were
considered separate from core academic subjects (Gordon, 2008).
Initially, the purpose of vocational schools was to prepare students for careers, but
not for college. Lynch (2000) described vocational education as "a collective term in high
schools to identify curricular programs designed to prepare students to acquire an
education and job skills, enabling them to enter employment immediately upon high
school graduation” (p. 34). The early CTE programs consisted of vocational preparation
focused on specific areas, such as agriculture, homemaking, trade, and industrial
education. Due to this narrow focus, vocational education was viewed as preparation for
careers in blue-collar industries. Furthermore, many of these vocational schools were
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termed trade schools (Miller, 1985). The Smith-Hughes Act (1917) was influential in
establishing vocational education programs to meet the needs of working-class
Americans. However, the Act consequently created a system of funneling students into
specific educational tracks. Students were either on a vocational track or a college track.
Students usually learned a particular skill on the vocational track, such as mechanics,
agriculture, business, and home economics, at a trade school (Dougherty, 2016; Gray,
1991). Students were encouraged to attend college or to take up a trade, but rarely both.
This system of tracking introduced by the Smith-Hughes Act in 1917 continued in
some form for decades. Dougherty (2016) stated that throughout the history of CTE, a
vocational track often devolved into a career path leading to nowhere. This tracking
system pushed many minority and low-income students into low-paying jobs, menial
jobs, or even less palatable options. Moreover, additional legislation provided funding for
CTE during the decades following the Smith-Hughes Act to make CTE more accessible
(Stone, 2014). The Vocational Education Act of 1963 and Vocational Education
Amendments of 1976 were passed to ensure equal access. Vocational programs were
expanded to meet the needs of the disabled, those of lower socioeconomic status (SES)
and combat gender and racial discrimination in vocational education (Gordon, 2008).
The Carl D. Perkins Career and Technical Education Acts of 1984 and 2006
The purpose of passing federal legislation in more recent Acts focused on
specialized CTE programs was to ensure college and career readiness for students. The
passage of the Carl D. Perkins Vocational Education Act of 1984 has shaped most current
CTE programs. Through the Perkins Act, Congress aimed to expand vocational education
to adults, individuals with disabilities, and English language learners (Dougherty, 2016).
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The Carl D. Perkins Career and Technical Education Improvement Act of 2006, often
referred to as “Perkins IV” (Dougherty, 2016), was the first Act to replace the words
“vocational education” with career and technical education. Perkins IV made CTE more
rigorous, requiring that academics and technical content be linked.
One of the requirements of Perkins IV was to prepare students for post-secondary
careers and ensure that students with disabilities could become self-sufficient (Wallace,
2012, as cited in Brustein, 2007). However, even after new legislation made CTE content
more rigorous, Dougherty (2016) explained that parents’ and students’ impressions of
CTE remained similar to those of the past for many years after the enactment of Perkins
IV. CTE educators and organizations struggled to change the perception of CTE and to
promote college and career readiness elements. However, CTE continued to be
mistakenly labeled as vocational education and not a program for college-bound students.
According to the U.S. Department of Education’s National Assessment of Career and
Technical Education (2014), the goal of Perkins IV was to increase the academic and
technical rigor of CTE instruction to prepare students for highly skilled, well-salaried,
and in-demand career options. Although the objective of rebranding CTE through Perkins
IV was clear, the Act was still often viewed as merely an updated form of vocational
education.
The Secretary’s Commission on Achieving Necessary Skills (SCANS)
Several initiatives were adopted to increase awareness about the interpersonal
skills gained from CTE courses. One such initiative was the Secretary’s Commission on
Achieving Necessary Skills (SCANS). SCANS Skills defined foundation skills as
interpersonal and referenced the importance of interpersonal (soft skills) for the first time
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(Kane et al., 1990; Ruffing, 2006). The CTE Technical Assistance Center of NY (CTE
TAC, 2012) noted that “the Secretary of Labor convened a panel to identify the essential
knowledge and skills required for all entry‐level workers” (p. 5). The resulting report
created the SCANS skills that outlined the industry expectations for all high school
graduates.
CTE TAC (2012) stated that the concept of soft skills emerged from SCANS
skills. SCANS Skills were introduced between 1990-1992 to address the shortage of
desired skills, mainly interpersonal skills, that students lacked, and in turn, employees
lacked as well. SCANS skills are challenging to measure because they often are
behavioral rather than traditional graded assignments. Bronson (2007) noted that SCANS
skills instruction should be taught in conjunction with core academics. SCANS skills,
such as responsibility, self-esteem, and integrity, were described as soft skills because
they tend to be complex and challenging to measure and teach. Blalock et al. (2006)
noted the difficulty in assessing soft skills within youth programs using traditional
evaluation assessments. Blalock et al. (2006) created an evaluation instrument – the
SCANS Skills & Competencies Checklist – appropriate to measure youth readiness in
programs that include an experiential learning component.
Career Clusters and Career Pathways
The United States Department of Education first introduced Career Clusters in
1999 to relate CTE programs to specific careers and industries (Ruffing, 2006). The
Career Cluster Framework consists of sixteen clusters that correspond to related careers.
According to Advance CTE (2020), the sixteen clusters framework “functions as a useful
guide in developing programs of study bridging secondary and postsecondary curriculum
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and for creating individual student plans.” Advance CTE (2020) purported that the
sixteen career clusters represent seventy-nine career pathways to provide greater success
in college and career. These clusters include: agriculture, food, and natural resources;
architecture and construction; arts, audio/visual technology, and communications;
business management and administration; education and training; finance; government
and public administration; health science; hospitality and tourism; human services;
information technology; law, public safety, corrections and security; manufacturing;
marketing; science technology, engineering, and mathematics (STEM); and
transportation, distribution, and logistics. The Career Cluster framework can influence
state and district decisions concerning CTE courses and course sequence offerings
(Rosen et al., 2018).
The No Child Left Behind Act of 2001
While several pieces of legislation were passed to promote CTE, some others
have negatively impacted CTE programs. In 2001, The NCLB Act was passed to increase
student achievement to counter results from international comparison studies showing
that students in the United States were not achieving mathematics and science results in
ways equivalent to peers in other countries. Daggett (2013) cited an evaluation conducted
by the Program for International Student Assessment (PISA) (Organization for Economic
Co-operation and Development [OECD], 2010), showing that 15-year-old students in the
United States ranked 14th in reading, 25th in math, and 17th in science compared to
students from other industrialized countries. The NCLB Act required that 100% of
students achieve proficiency in core academic subjects (Daggett, 2003), with minor
exceptions allowed for students with severe cognitive disabilities. The core subjects
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included: reading, writing, mathematics, and science. The Act did not specifically address
CTE. According to Mulcahy (2007), many schools reduced their CTE offerings to
facilitate students' high stakes testing mandates. Creary (2016) provided examples of
low-performing schools in New York City that did not meet adequate yearly progress
goals and were subsequently divided into smaller schools or were permanently closed.
Some of the closed schools were explicitly designed as CTE schools that had been
opened initially to meet the needs of economically disadvantaged students.
Common Core State Standards/Common Core Technical Core
Like NCLB, the CCSS did not initially address CTE but incorporated college and
career readiness requirements in English language arts and math curricula. In 2012, The
Common Career Technical Core (CCTC) was approved and included standards for each
of the sixteen Career Clusters and their corresponding career pathways. In addition, the
CCTC defined outcomes of student programs of study (CTE TAC, 2021). Similar to the
CCSS, the CCTC initiatives were not mandatory, and states could decide whether to
adopt CCTC voluntarily. According to the Common Core State Standards Initiative
(2020), forty-one states, the District of Columbia, and four U.S. territories adopted CCSS.
Pearson (2019) described how optimism for the CCSS from the career and technical
education community quickly dissipated. The promise of a focused college and career
readiness curriculum mandated by Perkins’ legislation was not realized due to the
negative perceptions of prior CTE programs. Difficulties remained in differentiating the
knowledge and skills of CTE from other core academic subjects (Pearson, 2019 as cited
in Meeder & Suddreth, 2012). Meeder and Suddreth (2012) explained that CTE should be
infused in core subjects and as a separate domain because:
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There is little question that reading, writing, communications, and
mathematical reasoning are all core skills for success in postsecondary
education, in the workplace, and for citizenship and that all educators
should help students develop, deepen, and refine these core skills. As
such, these literacy and mathematics skills are not, and should not be, the
sole domain of the English language arts and mathematics departments but
rather should be infused throughout education. (p. 6)
Years after NCLB and CCSS legislation enactment, evidence showed that while
teachers were preparing students for tests, students’ workplace readiness skills were
declining. The 2009 PISA study cited by Daggett (2013), determined that only 43% of
college-bound students were college-ready, and more college students required remedial
courses. PISA also showed that 25% of students failed to graduate from high school in
four years; however, the number was as high as 40% for Hispanic and African American
students (Daggett, 2013). Daggett (2003; 2013) also stated that measures like the NCLB
and CCSS were well-intentioned but missed the mark. Daggett felt the focus was on
those who were not learning rather than why, what, and how students were or were not
learning. According to Alfeld et al. (2013), high stakes testing mandates in the United
States did not leave time for students’ experiential learning opportunities, leaving a void
whereby students lacked essential skills and credentials desired by employers. By the
mid-2010s, employers noted that graduating students were missing some of the essential
soft skills required in the workplace. Employers have identified that leadership and
inspiring others are necessary soft skills for job candidates (SHRM, 2015). In addition to
students lacking workplace skills, the recession of 2008 added to the rising
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unemployment in the United States. Due to the impact of these issues, the concepts of
CTE and experiential classroom learning experiences resurfaced (Alfeld et al., 2013).
After the recession waned, the economy began to rebound, revealing a new problem.
Employers started to hire again but could not find qualified candidates. The Institute for a
Competitive Workforce (ICW, 2012) found there were 3 million unfilled jobs in the
United States. At that time, unemployment was high, but employers still had difficulty
filling positions due to a lack of hard and soft skills among potential candidates.
Candidates with the appropriate hard skills often lacked soft skills, including analytical
skills, critical thinking skills, creativity, and presentation skills (ICW, 2012).
Even with federal legislation supporting CTE, ambiguity has remained
surrounding the participants, goals, and purpose of CTE. When asked to define CTE,
school leaders, educators, parents, and students might provide several different responses
depending on the specific audience. Some audiences may be aware of current highquality CTE programs, but many others might perceive CTE as not intended for collegebound students (Daggett, 2003; Dougherty, 2016). Daggett (2003) noted that for some,
CTE was just an updated version of vocational education. Also, confusion in schools
regarding who qualifies as a CTE teacher presented concerns. CTE teachers were
sometimes viewed as merely vocational and trade teachers, despite seven content areas
falling under the umbrella of CTE. According to NYSED (2020), those content areas are:
agricultural education, business and marketing education, family and consumer sciences
education, health science education, technology education, trade and technical education,
and work-based learning. The history of CTE often overshadowed the benefits of current
CTE programs. Daggett (2003) contended that many parents continue to view CTE as an
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excellent program for another person’s child, but not for their college-bound student.
Many did not realize that several CTE courses have dual enrollment with college credit
articulation agreements in place or that students had the opportunity to earn industry or
national certifications usually not offered until college or the workplace through many
CTE programs (Dougherty, 2016). The lack of consistency across CTE programs also
contributed to ambiguity, allowing different interpretations from CTE stakeholders. CTE
curricula at the secondary level differed not only from state to state but from school
district to school district. Reed et al. (2018) noted that CTE students often self-select
courses; therefore, two CTE students can have distinctly different experiences. Secondary
students often experienced CTE curriculum at their local high school, a career/technical
high school, or a specialized high school (Dougherty, 2016).
New York State CTE Programs and Standards
In 2016, New York State implemented graduation pathways starting with the 9thgrade cohort. The new pathways were the CDOS commencement credential, the CTE
graduation pathway, and the CDOS graduation pathway. Students with disabilities can
exit school with a stand-alone credential or as an addition to a Regents or local diploma.
Through the CDOS graduation pathway, students graduate with a Regents diploma and
the CDOS Credential. The CTE graduation pathway allows students to graduate with a
Regents diploma and an additional technical endorsement. These pathways require
students to pass a technical assessment and complete coursework indicating career
readiness (NYSED, 2020).
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Work-Based Learning
Work-based learning is a significant component of CTE. There has been a push to
transform traditional CTE programs into programs of study that include experiential
learning in recent years. Alfred et al. (2013) defined work-based learning (WBL) as
project-and problem-focused teaching and learning rather than the more abstract and
theoretical teaching and learning that often takes place in classrooms” (p. 2). WBL is a
requirement of all three NYS graduation pathways; students must complete the required
hours of WBL or have access to WBL experiences. Also, there are formal and informal
WBL experiences. Formal experiences include internships. There are four recognized
internship programs in NY: career exploration internship program (CEIP); cooperative
career and technical education work experience program (CO-OP); general education
work experience program (GEWEP); and work experience and career exploration
program (WECEP). Informal experiences include job shadowing, worksite visits, and
school-based enterprise participation. A NYS work-based learning coordinator must
facilitate all formal work-based learning. Recommendations include that certified WBL
coordinators supervise informal experiences, but it is not mandatory like in formal work
experiences.
According to NYSED (2017), a state-approved work-based learning program
should be a rigorous and relevant learning experience for the student. The WBL
coordinator must hold the appropriate certification. In New York, CTE teachers,
classroom teachers, and school counselors can obtain a WBL coordinator certificate
extension. Coordinator of Work-Based Learning Programs for Career Awareness
Certification is for classroom teachers or school counselors. Only CTE teachers can
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obtain coordinator of Work-Based Learning Programs for Career Development
certification (NYSUT, 2017). Similar to other aspects of CTE, there is ambiguity
surrounding some aspects of WBL. Only a certified WBL coordinator can place students
in internships or instruct WBL courses for school credit. The state mandates that only a
certified WBL coordinator can oversee registered programs but only recommends a
certified WBL coordinator for unregistered programs. Students in unregistered WBL
programs may not be adequately exposed to CTE soft skills demonstrated by a certified
WBL coordinator within a state-approved work-based learning program. In addition to
monitoring programs and providing feedback, a certified WBL coordinator “assures that
the student is well-supervised while on the worksite and properly trained in workplace
safety and health in accordance with the NY Department of Labor (NYDOL) regulations.
The coordinator also assures that the employer complies with the NYDOL Laws
Governing the Employment of Minors” (NYSED, 2017, p. 14).
Benefits of CTE Programs
Employers’ Perspective on Soft Skills
Research has shown that CTE benefits students and that employers desire students
with the skills obtained from CTE (Levasseur, 2013, Robles, 2012; SHRM, 2019). While
this is undoubtedly the case for direct job-related hard skills, there is increasing
recognition of the need to develop the soft skills essential for career success. Those exact
soft skills can vary from company to company, but most employers seek candidates with
strong interpersonal skills (Appleby, 2017; Burnstein, 2018; Jones, 2016, Stone, 2014).
Casner-Lotto and Barrington (2006) stated that employers believe that the education
system is responsible for preparing students to enter the workforce and equipping them
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with prerequisite skills. Similarly, Lynch (2000) suggested that work-based learning
experiences and authentic assessments be implemented into CTE programs.
Burnstein (2018) detailed a study by the Deloitte accounting firm in 2017;
Deloitte found that fewer than 50% of the executives surveyed perceived their employees
to have sufficient basic employability skills. Some of the employability skills identified
in the survey were attendance, timeliness, and the ability to work on a team. In a survey
study, Azim et al. (2010) determined that 75% of employers viewed soft skills, such as
people skills, to be the most critical when dealing with product complexity. Less than
25% suggested that hard skills, such as process or product knowledge, were most
important. Challenges existed in determining if workers who possess intricate hard skills
possess appropriate soft skills as well. Levasseur (2013) summarized that hard skills are
natural aptitudes or learned with training, whereas soft skills are acquired through
personal interaction and self-reflection.
Google, one of the largest and most recognizable companies globally, spent two
years researching essential workplace skills required for successful teams. Google’s
people operations (human resources) department conducted over two hundred interviews
with Googlers (employees), analyzing over two hundred traits across one hundred and
eighty Google teams. As a leader in the forefront of technology, Google expected hard
skills, such as programming, to be at the top of the list. Surprisingly, soft skills dominated
the results (Rozovsky, 2015). According to Google’s research, “who is on a team matters
less than how the team members interact, structure their work, and view their
contributions” (Rozovsky, 2015, p. 1-2). Google’s researchers identified five critical
dynamics for successful teams. First was psychological safety, exemplified by the
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question, “Can we take risks on this team without feeling insecure or embarrassed?”
Second was dependability, as examined through the question, “Can we count on each
other to do high-quality work on time?” Third, the structure & clarity dynamic was
identified using the question, “Are goals, roles, and execution plans on our team clear?”
The fourth dynamic, the meaning of work, was derived from the question, “Are we
working on something that is personally important for each of us?” Finally, the
dimension of the impact of work was shown from the question, “Do we fundamentally
believe that the work we are doing matters?”
Soft Skill of Critical Thinking
Critical thinking is a soft skill that is in demand by today’s employers
(Heckman & Kautz, 2012; ICW, 2012; Lopez & Calderon, 2013; Robles, 2012; SHRM,
2019). The need for students to acquire critical thinking is stressed in different
frameworks, including CDOS and CCTC. CDOS states that students will “identify steps
in critical thinking and goal-setting processes” (NYSED, n.d.). CCTC standards indicate
that students will “utilize critical thinking to make sense of problems and persevere in
solving them” (Common Core State Standards Initiative [CCSS], 2020). Critical thinking
is one of the most desired soft skills in schools and to employers but is also one of the
hardest to define. Casner-Lotto and Barrington (2006) define critical thinking as the
ability to “exercise sound reasoning and analytical thinking; use knowledge, facts, and
data to solve workplace problems; apply math and science concepts to problem-solving.”
ACT (2016) gave examples of qualities associated with critical thinking: interpretation,
analysis, inference, evaluation, and explanation.
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Casner-Lotto and Barrington (2006) explored the possibility that the United States
may not remain competitive in the global economy if students entering the workforce
lack desired soft skills, especially critical thinking. There has been debate about whether
critical thinking skills are innate and can even be taught in schools and how educators
should be trained to teach critical thinking skills (Flores et al., 2012). Research conducted
by Flores et al. (2012) investigated the effectiveness of a training course in critical
thinking instruction using qualitative and quantitative methods. The findings suggested
that critical thinking is more effective and long-lasting when developed through formal
education and training. In a report for OECD, Vincent-Lancrin et al. (2019) explained
that critical thinking is an essential skill required for globalized economies in the 21st
century, and public schools and colleges should aid students in developing these skills.
However, there was little information related to the instruction and assessment of the soft
skill of critical thinking. To create more consistency concerning teaching critical
thinking, OECD is in the process of completing a research study with 26 colleges in 14
different countries to build an international community of practice around teaching,
learning, and assessing critical thinking (Vincent-Lancrin et al., 2019).
Teacher Perspectives on Soft Skills
Soft skills are included in the CTE curriculum (CTE TAC, 2021; NYSED, 2020).
Most CTE teachers understand the importance of implementing soft skills in their
curricula and often perceive they were doing so effectively. Kolb et al. (2014) stated that
teachers tend to teach the way they learn. A teacher’s learning style could impact soft
skills implementation and classroom effectiveness. In 2013, New York State reported a
teacher shortage in several areas, including CTE (Saunders, 2017). In 2016, the state
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adopted changes that allowed CTE teachers to earn certification in alternative ways other
than traditional teacher education college programs. For example, work experience,
industry credentials, and enrollment in teacher-prep programs could be used to obtain
CTE certification (Disare, 2016). According to Bottoms et al. (2017), many CTE teachers
worked in business and industry before becoming educators; therefore, they may possess
industry knowledge but lack career readiness and soft skills knowledge. Those that have
the knowledge may be uncomfortable teaching because they lack professional training or
classroom management experience. Professional development is needed for these
teachers to improve the instructional delivery of their technical expertise (Bottoms et al.,
2017; Stone, 2017).
In addition to CTE teachers, core subject educators may understand the
importance of soft skills but may feel overwhelmed with teaching the required content
and preparing for standardized tests, and thus, have no time to focus on soft skills. A
compromise may be possible between the delivery of the academic core curriculum and
the delivery of soft skills instruction. Stone (2014) explored how some teachers used
contextual learning to combine real-world concepts with academic learning. Stone cited a
2010 study by the National Research Center for Career and Technical Education focused
on linking academic and technical content through the integration of CTE in a traditional
classroom curriculum. In the study, students completed twenty hours of math instruction
taught by a CTE teacher. The results were significant; these students scored higher on
Math and English grade-level tests than their peers and higher on a community college
placement test. They also scored higher on a career-readiness test, but the results were not
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significant. Further research on how CTE instruction enhances soft skills in other
instructional areas could be beneficial for teachers.
Researchers have also explored the relationship between teachers’ incorporation
of soft skills and student outcomes. For example, Anthony and Garner (2016) analyzed
the effectiveness of multiple classroom assignments for teaching soft skills in a business
communication course. The researchers sought to determine students’ perceptions of the
most helpful pedagogical approaches for learning soft skills. The five different
assignments were a self-analysis, interview, guest speaker, journal article, and a soft
skills video. The results showed that students found the guest speaker the most helpful,
the journal article and the self-analysis helpful, and the interview and video unhelpful.
Anthony and Garner (2016) also determined that the students did not feel they were
attaining soft skills in their other business courses. Anthony and Garner’s (2016) key
findings were that students find assignments that are engaging or have practical
application as the most helpful. Furthermore, colleges and business schools should
consider emphasizing soft skills across the curriculum and not only in business courses
(Anthony & Garner, 2016).
Mitchell (2008) developed a survey instrument, the Twenty-First Century
Workforce Soft Skills Assessment (TCWSSA), to assess how business/marketing
teachers in Alabama perceived the importance of soft skills and how they integrated soft
skills concepts and activities within their curriculum. Mitchell (2008) determined a
significant difference based on the schools' location (urban or suburban school) and how
important these business/marketing teachers deemed soft skills to be in the workforce.
Most business/marketing teachers in Alabama highly embraced teaching soft skills.
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However, a low correlation existed between the perceived importance and the actual
implementation of skills, projects, and activities. This weak relationship underscored
inconsistent implementation across the concentration area of business/marketing.
Mitchell's (2008) study was quantitative and used survey research to determine the
differences between how these teachers viewed soft skills and how they actually
implemented them. However, Mitchell’s research was not able to identify why there was
a disconnect between the perceived importance of soft skills and how these skills were
taught.
Students’ High School Completion
Data showed that students who concentrated in CTE by earning three or more
credits in a formal, coordinated program of study had higher graduation rates (Dougherty,
2016; Reed et al., 2018) than non-CTE students. The non-CTE students had similar
demographics, including eighth-grade test scores and the number of CTE courses taken,
to those who did not concentrate in CTE courses. CTE concentrators seemed to thrive
and were 21% more likely to graduate from high school than students with similar
demographics (Dougherty, 2016; Rhodes, 2014). Many students did not finish high
school because they did not feel engaged or motivated in their courses. In 2016, ACTE
determined that 47% of students surveyed reported dropping out of school because their
classes were not interesting or engaging (ACTE, 2013; Eimers, 2017). Overall, students
who participated in CTE programs felt more engaged in school. Kelly and Price (2009)
suggested that CTE can serve as a clean slate for disengaged students, increasing feelings
of self-worth and efficacy. CTE students often have an opportunity to apply the soft skills
they acquire in CTE classes in real-life settings. These students are often motivated by
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the experiential learning components of the classes. Kolb et al. (2014) explained that
traditional teaching is an outside-in approach in which the teacher communicates
information to students. This approach differed from the inside-out approach in
experiential learning, where the teacher was a subject matter expert and delivered
information and knowledge to students. This outside-in approach of experiential learning
tapped learners' internal interest and intrinsic motivation and built on their prior
knowledge and experience (Kolb et al., 2014).
González et al. (2011) focused on the lack of soft skills demonstrated by advanced
software engineering students with more than three years of coursework. These
researchers examined a course where students were teamed up in groups of four to five
members and were responsible for completing an actual project for real clients. The
researchers observed that the students demonstrated increased motivation at the end of
the program and acquired soft skills that better prepared them for future careers in
software engineering. They were not merely receivers of information as previous students
had been. This research echoed previous studies that determined that experiential learning
practices and hands-on practical assignments significantly impact student soft skills
development (Anthony & Garner, 2016; Giesen, 2012; Kolb, 1984; Petkus, 2000).
In a two-year qualitative study, Vogler et al. (2017) focused on project-based
learning and followed three different business college courses as students were tasked
with working in teams to design an App. In addition to the challenging skill of design and
application, students also used their soft skills. They were expected to keep journals and
participate in focus groups. At the end of the project, students presented their apps to an
audience, emphasizing their presentations and the App. During the project, facilitators did
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not use specific rubrics, grades, evaluations, or artifacts because they did not want to
stifle student learning or collaboration. At the end of the first year, the results had not
yielded sufficient findings, so the researchers added another year to the research. At the
end of the study, Vogler et al. (2017) found that teachers should provide instruction or
scaffolding to cater to students’ developing hard and soft skills. Developing an
interdisciplinary project with hard and soft skills does not ensure that students will master
either of those skills.
Evolution of CTE Programs
Current high-quality CTE programs focus on preparing students to become
college and career ready. Dougherty (2016) posited that modern CTE is focused on
developing skills like problem-solving, teamwork, and computer literacy and less focused
on trade schooling to train for specific jobs. CTE is a kindergarten through adult area of
study that includes rigorous academic content closely aligned with career and technical
subjects (Common Core State Standards Initiative [CCSS], 2020). Several studies have
indicated successful outcomes of CTE programs. For instance, Dougherty (2016) studied
students in Arkansas. Starting with the class of 2014, all high school students were
required to complete six units of career-focused education, including CTE. This research
followed over 100,000 students from eighth grade to high school and into the workforce.
The research indicated that students who take an above-average number of CTE courses
are more likely to graduate from high school and be employed or enrolled in college the
year after high school (Dougherty, 2016).
In another study, Dougherty (2017) focused on two groups of students in
Massachusetts, one group attending traditional high schools and the other group of
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students attending regional vocational and technical high schools (RVTS). CTE
instruction in Massachusetts is different from most states in that all students have access
to some form of CTE. Students enrolled in a RVTS remain with the same CTE cohort
from 10th through 12th grade. Students attending traditional high schools also engaged in
CTE instruction by taking a series of courses. Dougherty (2017) found no significant
differences between Massachusetts Comprehensive Assessment System (MCAS) mean
scores of traditional and RVTS schools and the required high school graduation exam
scores. This finding is important because of CTE’s reputation for lacking academic rigor.
Dougherty (2017) also discovered the following additional benefits of RVTS enrollment:
(1) the RVTS students demonstrated increased persistence during the completion of high
school; (2) RVTS students’ MCAS scores were comparable to their peers; (3) RVTS
students often earn industry-recognized credentials; and (4) other students could benefit if
RVTS programs were expanded.
Middle-Skills Job Gap
Even as CTE programs continue to evolve, CTE is often associated with the
damaged brand of past vocational education models (Dougherty, 2016). Some of the
current courses still focus on trades, but several others prepare students for STEM-related
careers and offer industry credentials (Cahill, 2016). The evolution of these programs has
helped to fill in the middle-skills gap in the marketplace. Reed et al. (2018) defined
middle-skill jobs as jobs that require some post-secondary education but not necessarily a
four-year degree. According to Burrowes et al. (2013), almost half of all job openings
involve middle-skills jobs, and employers in every state have reported a shortage of
qualified applicants to fill middle-skills positions (National Skills Coalition, 2020).
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According to Burrowes et al. (2014), globalization and technological innovation forced
many companies to stop investing in workforce development and hire workers as needed
to fill middle-skills positions. Also, the combination of school budget cuts and the
decrease in school/employer relationships has made it difficult for educators to teach
students relevant middle-level skills. Collaborative surveys completed by Harvard
Business School (HBS), Burning Glass Technologies, and Accenture Research found that
38% of HBS alumni and 46% of human resources executives had trouble filling middleskills positions and reported the most significant difficulty in filling manufacturing and
healthcare positions (Burrowes et al., 2014). The curriculum within CTE programs is
vital in addressing the middle-skills gap. The experiential learning components of CTE
programs such as stackable credentials and project-based learning (Stone, 2014) provides
links between high school students and apprenticeships, certification, and college.
Research relating to the experiential learning and soft skills students gain from CTE
could help prepare more students to fill in the middle-skills job gap.
CTE Program Organization
Current CTE programs have evolved to meet the needs of the ever-changing
workforce and the United States' economy. Mainly, modern CTE programs are organized
by industry clusters, career clusters, programs of study, and concentrations (Dougherty,
2016). Previous CTE programs contained numerous classes, and students self-selected
various courses, which often did not relate to each other. Modern CTE programs allow
students to follow a specific pathway by defining and organizing CTE programs into
recognizable and meaningful goals (Daggett, 2013; Ruffing, 2006). Traditional stand-

40

alone CTE courses are increasingly evolving into a complex “career pathway” model
(Rosen et al., 2018).
While there have been several studies on CTE, in general, fewer studies have
focused explicitly on the CTE areas of Business and Technology. Research on these two
areas is crucial because they are two of the most popular CTE areas. According to
Dougherty (2016), approximately 18% of business courses were concentrated in three
principal areas: computerized business applications, family and consumer sciences, and
agricultural science and technology. Previous research has examined the outcomes and
standards of business CTE programs. Gopinath and Sawyer (1999) determined that
experiential learning in business courses bridges the curriculum and genuine business
world applications gap. Gopinath and Sawyer (1999) also found that business education's
experiential learning components promote team collaboration skills to benefit students in
the long term.
Since technology education’s inception as industrial arts courses for students not
deemed college material, technology education has continued to develop (Stone, 2014).
Early research indicated that minority and low-income students were placed in these
courses (Dougherty, 2016; Kelly & Price, 2009; Rose, 2014). Findings also indicated that
teachers with only an industrial-based background were limited when incorporating soft
skills into their curricula; therefore, their students were limited from an early age
(Hayward & Benson, 1993; Rose, 2014). Today’s Technology Education programs have
evolved and incorporate STEM, agricultural technology, green technology, and
programming. Many states, including New York, provide alternative certification
pathways for Technology Education teachers, especially with specific training (Disare,
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2016). Very little research has been done to determine if those teachers, due to their lack
of formal classroom education, effectively implement into their curricular CTE Learning
standards, specifically where soft skills are concerned.
ESSA and Perkins V CTE Program Evaluation
New federal legislation, such as the 2018 Every Student Succeeds Act (ESSA)
and The Strengthening Career and Technical Education for the 21st Century Act (Perkins
V), includes CTE more than previous legislation. ESSA allows the addition of CTE on
state report cards and encourages states to design accountability systems that include
career readiness (PCRN, 2019). According to Cushing et al. (2019), Perkins V requires
states to have programs of study that seamlessly link academic and technical content
(including employability skills) across secondary and postsecondary education. While
new regulations such as ESSA and Perkins V have required that schools incorporate
some college and career readiness factors into their programs, the confusion and
ambiguity of identifying and evaluating these program factors remain.
According to Duncan (2011), to improve consistency, all Perkins-funded CTE
programs should contain uniform statewide articulation agreements, and employers must
be integral in designing programs of study and determining industry-recognized
credentials. Imperatore and Hyslop (2015) conducted a study for ACTE and determined
there are no universal criteria for evaluating CTE programs or providing program
improvement. Hyslop (2016) expanded this research with a two-phase mixed-methods
design study. Hyslop collected Perkins’ performance data from subjects by evaluation
instruments, interviews, or surveys. Hyslop reinforced “the call for CTE to do more to
evaluate programs in a way that not only identifies positive student outcomes but also
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allows the practices that led to these outcomes to be more easily recognized” (Hyslop,
2016, p. 4). The results also showed that the ACTE evaluation instrument was a
promising start for CTE program evaluation, but further study may be needed.
Professional organizations provide several tools that are appropriate for researching the
outcomes of CTE programs more broadly. Kolb’s ELM and the SPN BETTER learning
model are tools that can be used to design and evaluate CTE programs regarding their
soft skills incorporation, CDOS standards implementation, and ESSA and Perkins V
effectiveness.
SPN BETTER Learning Model
For more than 15 years, the Successful Practices Network (SPN) has created
frameworks to support investigation on how schools can use data to develop life/career
abilities, specifically by focusing on soft skills. Daggett (2003) created the SPN to
measure perceptions regarding the rigor and relevance of curricula in schools. SPN’s
current research evaluates career readiness, academic tenacity, and human capital
development (SPN, 2016). According to Jones (2016), the teachers' goal was to increase
students’ readiness for college and careers. College and career readiness objectives were
included in the CCSS and individual state’s standards, but there was no universal
evaluation instrument (Common Core State Standards Initiative [CCSS], 2020; Duncan,
2011; Imperatore & Hyslop, 2015; Jones, 2016; NYSED, 2020). Most states have varying
career readiness definitions, and fourteen states, including NY, have not adopted or made
available a definition of career readiness (NCES, 2015; Rebell et al., 2017). Jones and
Weigel (2014) clarified that career readiness for students should include: (1) core
academic instruction that “stretches” students to apply their skills and knowledge to solve
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rigorous problems rather than simply recalling basic knowledge and facts; (2) careerspecific competencies that enhance students’ opportunities to pursue a chosen career; and
(3) opportunities for students to demonstrate and improve the behaviors and attitudes
essential to college and career readiness (Jones & Weigel, 2014, p. 3).
In order to address the gap in career readiness, and in turn, soft skills, Jones and
Weigel (2014) suggested that there had to be a shift in the way schools promote and
nurture career readiness. Those shifts involved: (1) dynamics - a shift from disjointed
programs to a more integrated, collaborative, adaptive system; (2) direction - a shift from
the comfort of status quo to accepting the challenge of ensuring all students pursue a
successful path; and (3) diligence - Shift from teachers “delivering” routine content to
learning that focuses on student needs (Jones & Weigel, 2014, p 3-4). The third principle
of diligence guided this research as one of the elements was to “reflect on BETTER
Learning: stimulate teacher reflection on instruction yielding more student-centered, 21st
Century learning” (Jones & Weigel, 2014). This principle of diligence from the
Leadership for College and Career model was the basis for the BETTER Learning Model
(Figure 3).
SPN created the BETTER learning model to encourage teacher self-reflection,
inspire great teaching, and lead to continuous improvement (Jones, 2016). Jones defined
the BETTER learning model as a series of teacher reflection surveys using six
instructional elements essential to 21st-Century skills that reflect cumulative effective
teaching research. The title BETTER is the acronym formed using the first letter of each
of these elements: (a) Build connections with relevance, (b) Engage as independent
learners, (c) Test and grade for proficiency, (d) Target personal skills and work habits, (e)
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Empower with hope and confidence, and (f) Reward creativity and innovation (Jones,
2016).
Figure 3
SPN BETTER Learning Model

Note. The model shows connections between the SPN BETTER learning model (2014)
and connects to shifts in dynamics, diligence, and direction for college and career
readiness (Jones & Weigel, 2014).
Soft skills are often embedded in CTE curriculum; some CTE teachers frequently
include these concepts in their lessons; however, others could benefit from learning new
ways to incorporate these concepts and skills into their delivery of instruction. The SPN
BETTER learning model (2014) is appropriate to determine how teachers perceive their
soft skills curriculum and implement activities effectively to enhance soft skills delivery.
CTE instruction is often distinct from other courses. In traditional classroom
settings, students usually learn from notes, handouts, and teacher lectures. In contrast,
CTE teachers implement different approaches to connect classroom learning with real-

45

life experiences. Fundamentally, CTE is considered hands-on experiential learning
(ACTE, 2013; Bartholomew, 2014; Kolb, 1984; Petkus, 2000; Rose, 2014).
Conclusion
Few researchers have explored the lack of universal program implementation and
evaluation systems for CTE programs. Even less research exists exploring teachers’
perspectives on implementing and evaluating these programs and determining how soft
skills are implemented in these programs. In addition, CTE areas are less frequently
researched separately. Researching Business Education and Technology Education – two
of the most popular CTE areas – would provide additional insight to determine if
teachers’ roles and perceptions of soft skills implementation and career planning are
viewed differently across distinct CTE areas.
Under current regulations, CTE and some core teachers must teach career
readiness concepts to students, but the methods and delivery are not consistent for all
teachers. New graduation pathways were implemented in NY to increase students’ career
readiness, provide more students access to CTE, and incorporate more CDOS options.
However, no corresponding requirements were developed with these pathways, requiring
that schools actually offer CTE programs to more students (Rebell et al., 2017; NYSED,
2020). According to Rebell et al. (2017), “the new CTE and CDOS pathways to
graduation are available only to students who have access to the requisite courses. For
students whose schools do not offer these courses, these new pathways are virtually
meaningless” (p. 8). It is expected that soft skills will be included in CTE curriculum;
however, two students taking the same CTE courses could ultimately have disparate
experiences due to inconsistency across programs and standards.
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Feedback is vital when measuring soft skills, not just correct or incorrect answers but
clarification of excellence (Jones, 2016 as cited in Hattie, 2012). Even required under
federal legislation, these essential soft skills may not reach all students due to unclear
evaluation procedures and a lack of evaluation instruments. The present study adds to the
existing literature by evaluating how teachers perceive the role and application of soft
skills content within CTE and students' career planning and further determining if there is
a difference in perception between different CTE areas.
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CHAPTER 3: INTRODUCTION
Little research has been done exploring teachers’ perspectives on implementing
and evaluating soft skills curricula within CTE programs. This research study expanded
on Mitchell’s (2008) quantitative research study examining how Alabama's
business/marketing teachers perceive and implement soft skills in teaching. Mitchell’s
(2008) research determined a difference in teachers’ perceptions of the importance of soft
skills based on the type of school (urban or suburban) where the teachers taught. Most of
the business/marketing teachers that participated in the study found soft skills to be
significantly important. Still, there was a low correlation between the perceived
importance of soft skills and the integration of soft skills into the curriculum (Mitchell,
2008, p. 97). This research explored the under-served topic of teachers’ perceptions and
implementation of soft skills within CTE curricula by expanding on Mitchell’s (2008)
study. Qualitative research was used to elicit rich feedback from educators, exploring
how they perceived soft skills and the methods they used to implement and evaluate those
activities. Adding another CTE area to the study provided helpful feedback. Mitchell’s
(2008) findings were based on surveys from business/marketing teachers. This research
used quantitative research methods to focus on business and technology teachers to
determine if the perception and evaluation of soft skills differ between CTE areas.
This chapter presents the procedures that guided this research inquiry. Qualitative
research methods were used to determine how CTE teachers perceived the role and
application of soft skills content within CTE and students' career planning and any
difference in perception across different CTE areas. This research involved conducting
interviews and collecting artifacts from six CTE teachers in business and technology
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from three high schools in Suffolk County, NY. This chapter will define and outline the
methods and procedures, setting and participants, data collection procedures, and data
analysis approaches. The researcher’s role, trustworthiness of the design, and research
ethics will also be explored in this chapter.
Research Questions
The researcher addressed the following research questions using a qualitative
multiple-case study design method:
RQ1: What is the perceived role of soft skills within CTE curricula in Business and
Technology?
RQ1A: How do CTE teachers incorporate soft skills content into their curricula?
RQ1B: What strategies do teachers report using to address NYS CDOS Standards
when incorporating soft skills content in CTE coursework?
RQ2: How do CTE Business and Technology teachers perceive the use of soft skills for
career preparation and planning?
RQ3: What differences exist, if at all, between CTE Business and Technology teachers'
approaches in their inclusion of soft skills content in business and technology courses?
Methods and Procedures
This chapter outlines the procedures implemented in this qualitative study using
case study research. The present case study used qualitative data, including interviews
and document analyses, to investigate teachers' perceptions and actions within CTE
programs regarding the inclusion of soft skills into the career preparation curriculum. A
qualitative approach supports understanding why and how phenomena exists as viewed
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through the participants' experiences and perspectives, often in a natural setting (Creswell
& Poth, 2018).
It is vital that case study research clearly defines the focus of the research.
According to Creswell and Poth (2018), the researcher needs to establish the
bounds for the specific case being studied to determine if the unit of analysis
required is a bounded system of one case or multiple bounded systems. A case
study is often bounded by time and place. For this study, multiple case study
method was used. Business and technology teachers in the same school were
compared and cross-school comparisons were used for the three different schools.
This method allowed the researcher to explore how teachers perceived the role
and application of soft skills content within CTE and students' career planning.
According to Yin (2018), the case study method is becoming more popular in
qualitative research focusing on education. Case studies allow researchers to
focus in-depth on a case using real-world perspectives, such as studying small
group behavior or school performance. Case study research is a qualitative
method that allows the researcher to
capture the complexity of a case, including relevant changes over time, (2)
attend fully to contextual conditions, including those that potentially
interact with the case. However, within the evaluation field, case study
research can perform an especially valuable additional function: (3) to
explain how the “case,” usually a planned intervention or an ongoing
initiative works.” (Yin, 2018, p. 270).
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Detailed examination of a bounded system or cases forms a case study. A
multiple case study, or collective case study, analyzes one research topic but uses
different cases to explore the issue, including studying various programs and
research sites (Creswell & Poth, 2018). Interviewing and collecting artifacts from
six different teachers from two different content areas resulted in a better
understanding of soft skills in CTE courses in general and not only in one area.
According to Yin (2018), multiple-case designs may be preferred over single-case
designs. Single-case designs are vulnerable and usually are appropriate for a
unique or unusual case, and the analytic benefits of multiple-case designs are
substantial. Single-case designs are vulnerable because it is often unclear if a
study’s results illustrate the phenomenon under investigation or expose specific
results that only pertain to that particular study (Miles et al., 2020; Yin, 2018).
The analytic benefits of multiple-case designs are that the evidence is often
considered more compelling; there is a greater possibility for direct replication
allowing for better analytic conclusions. There is also an ability to seek
contrasting situations to further expand on research (Yin, 2018).
Setting
The geographic locations for this qualitative study were three suburban high schools
located in Suffolk County, Long Island, NY. Long Island has one hundred and twentyfive school districts that range economically from disadvantaged to affluent. These
particular schools for this study were chosen because of regional proximity and for
having similar CTE course offerings. Like most districts on Long Island, these high
schools were predominantly white and upper-middle class. All three schools had a

51

student population of at least 1,000 students and a CTE program with at least five
different classes and Work-Based Learning (WBL) options for students. Further, each
school district had its own superintendent and board of education that made decisions
regarding courses and programs.
Demographics of the Region
Long Island, New York, is made up of Nassau and Suffolk counties. According to
the U.S. Census Bureau (2020), there were 1,476,601 people in Suffolk County
and 1,356,924 people in Nassau County in 2019. The U.S. Census Bureau (2019) reports
that most of the population (approximately 67%) in Suffolk County is White (not
Hispanic or Latino), 20% Hispanic or Latino, 9% Black or African American, and 4%
Asian American. Approximately 2% of Suffolk County’s population is two or more
races. The median household income for Suffolk County between 2014-2018 was
$96,675. However, 7% of Suffolk County’s population lives in poverty (U.S. Census
Bureau, 2020). According to NYSED (2018), there were 230,541students enrolled in
Suffolk County Schools in 2018-2019. Approximately 33% of those students were
enrolled in grades 9 through12. The population of Suffolk County schools mirrors the
population of Long Island. While the primary focus of the study was on the teacher
implementation of soft skills, this researcher also observed if differences in demographics
of the students, such as ethnicity or family income, influenced the research.
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Table 1
Description of Schools 2019-20 NYSED Data
School A School B School C
# Of Students
1,923
1,893
1,420
Graduation Rate
98%
96%
99%
CDOS Credential
0%
0%
0%
CTE Pathway (4+1)
0%
0%
0%
College & Career Readiness (1-4)
4
4
4
Black or African American
2%
1%
0%
White
80%
83%
84%
Hispanic or Latino
11%
10%
12%
Asian American
6%
3%
2%
Economically Disadvantaged
24%
18%
17%
Note. Demographics of three high schools located in Suffolk County, NY.
Participants
Participants for the present study were certified business and technology teachers
with between ten and twenty-three years of teaching experience that taught at a public
high school in Suffolk County, NY. Business and technology teachers from three high
schools where both CTE areas are implemented were recruited for participation. The
researcher contacted participants in business education using a purposeful sampling
approach based on the extent of CTE implementation in the school and school
demographics. In purposeful sampling, the researcher selects participants for the research
that are qualified to provide necessary information related to the topic of the study
(Creswell & Poth, 2018). The researcher relied on a snowball sampling technique to
identify corresponding teachers in technology education at the same schools.
Study participants were certified CTE teachers in the areas of business education
and technology education and taught a specific soft skills course or incorporated soft
skills directly into their CTE curricula. Participants were required to teach similar CTE
courses, although courses differed in curriculum or requirement. School CTE program
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offerings, including type/number of CTE courses, academies, certifications, work-based
learning opportunities, and available CTE clubs and activities, were also part of selection
criteria.
Table 2
Description of Potential Participants
Title
School Years Teaching
Certification(s)
Business Teacher A
A
21
Business, Work-Based Learning
Technology Teacher A
A
10
Technology
Business Teacher B
B
17
Business, Social Studies, Math
Technology Teacher B
B
12
Technology, Project Lead the Way
Business Teacher C
C
15
Business, Educational Leadership
Technology Teacher C
C
23
Technology, Electromechanical
Note. Demographics of CTE business and technology teacher study participants
Biases Or Limitations Related to Participants
Lack of diversity was a limitation related to the representativeness or uniqueness
of the participants. The teachers were selected due to proximity and program selections.
The researcher attempted to recruit more diverse schools in Suffolk County, New York,
but they either (a) did not want to participate, (b) did not have a business and a
technology educator on staff, (c) were in New York but not Suffolk County, or (d) did not
have the appropriate number of courses or students to fit the selected criteria.
Data Collection Procedures
According to Creswell and Poth (2018), there are numerous activities involved in
collecting data that involve more than conducting interviews or making observations. It is
imperative that a researcher establishes protocols and selects an appropriate data
collection approach. In order to establish proper protocol, each participant was sent a
letter of informed consent consistent with IRB regulations and guidelines before the data
collection plan was implemented. A multiple-case design method was used for this study
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concerning teachers’ perception regarding their role and application of soft skills content
within CTE and students' career planning. Creswell & Poth (2018) suggested that case
study research data collection should include wide-ranging data types, including
observation, documents, and physical artifact collection of up to four cases.
After teachers were recruited for participation and permissions obtained, the data
collection began. First, teachers were requested to share documents planned for use in the
study based on their educational plan during a typical academic term. Next, individual
interviews, conducted via WebEx teleconferencing, were scheduled with each teacher.
Interviews were recorded and lasted between 45-70 minutes. Third, follow-up
communications via email were conducted as necessary to obtain further information or
clarification and obtain participant feedback on the accuracy and representation of their
responses in the data. To maintain consistency during data collection, the researcher
provided the same interview questions and used the same artifact collection methods for
each participant. The results of the interviews and lesson artifact document analyses were
triangulated to ensure accurate interpretation of data regarding teachers’ perceptions
about their role and application of soft skills within CTE curricula.
Instruments
Various qualitative data collection methods were used, including online
interviews using web conferencing software, reviewing lesson plans, and collecting
artifacts. To address Research Question 1, the focus was on content analysis of
instructional artifacts, supplemented by information from the teacher interviews,
particularly Part I and Part II, as described below (Table 3). Teacher interviews were the
primary data source to respond to Research Question 2 and Research Question 3.
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Artifacts from Teachers
Some of the artifacts collected were student handouts that illustrated specific
learning activities and assignments for information about soft skills, course outlines that
demonstrated the various topics at which soft skills were relevant, student projects
illustrated the incorporation of soft skills, and rubrics that gave a sense of the importance
of soft skill development. Student evaluations provided feedback and insight regarding
perceptions of soft skill implementation course content.
Table 3
Artifacts collected from Business and Technology teachers
Artifact
Lesson Plans

Description
Coding
Comprehensive collection of Lesson plans coded using
lesson plans from at least one
New York State
unit of study within the
CDOS Standards
content area (approximately
six lesson plans)
Student Handouts
Comprehensive collection of Student Handouts coded
Student Handouts from at
using the SPN BETTER
least one unit of study within Learning Model (2014)
the content area
(approximately four Student
Handouts)
Student Projects
Comprehensive collection of Student Projects coded using
Student Projects from at least Kolb’s ELM (1984) and
one unit of study within the
SPN BETTER learning
model (2014)
content area (approximately
four Student Projects)
Student Evaluation Rubrics Comprehensive collection of Student Evaluation Rubrics
Student Evaluation Rubrics coded using Kolb’s ELM
from at least one unit of
(1984)
study within the content area
(approximately four Student
Evaluation Rubrics)
Note. Items collected by subject participants through file sharing, email, or hard copy
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Interviews with Teachers
For this research, interview protocol comprised of semi-structured questions was
used to ascertain participants’ perceptions about the role and application of soft skills
implementation in CTE curricula. The interviews consisted of sections. Part I focused on
the background and demographics of the participating teachers. Part II focused on
teachers’ specific planning and implementation of soft skills within CTE programs. For
this study, CTE teachers were asked interview questions based on the New York State
CDOS standards, Kolb’s ELM (1984), and the SPN BETTER Learning Model (2014).
Questions based on Kolb’s ELM (1984) were used to address teachers’ implementation
of experiential learning practices in CTE classrooms (Appendix D). Questions on Part II
were taken from the SPN BETTER learning model (2014). The focus of interview
questions Part III was teachers’ reflections on their practice.
The researcher developed initial questions based on New York State CDOS
standards. Two CTE colleagues with extensive knowledge of the New York State CDOS
curriculum and the different frameworks being used peer-reviewed these initial questions.
Also, a non-participant teacher field-tested the interview questions to check for accurate
wording, thorough understanding, and completeness.
Kolb’s ELT (1984) was used as the theoretical framework guiding analysis and
the SPN BETTER learning model (2014) contributed to the coding process. This
researcher used data from various sources to improve the reliability of the interview
questions by providing consistent terms and data. The New York State CDOS Standards
were used to determine CTE teachers’ understanding of soft skills regarding the learning
standards. The SPN BETTER learning model (2014) was integrated to measure how CTE
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teachers perceived the implementation of their soft skills in the curriculum and prepared
students for future career opportunities.
Trustworthiness of the Design
The strategies to enhance the trustworthiness of the design were informed by
recommendations from Miles et al. (2020). As applied to the present study, the strategies
were checking for representativeness, checking for researcher effects, triangulating across
data sources, weighting the evidence, checking the meaning of outliers, using extreme
cases, following up surprises, and looking for negative evidence.
Checking for Representativeness
All the participants in the study were CTE teachers with various years of teaching
experience in Long Island school districts. The courses taught by the teachers, the
certifications held, and years of experience provided a diverse sample. The variety of
candidates allowed this researcher to establish verification devices that were used later to
develop influential themes. Miles et al. (2020) advised that “elite” bias can be avoided by
choosing participants from diverse demographic backgrounds and work settings. Limiting
the study to homogenous candidates could lead to this type of bias; therefore, this
researcher tried vigorously to recruit participants from diverse schools, racially and
economically. Due to the demographics of Long Island and limited schools with both
business and technology education courses, the majority of participants in this study were
CTE teachers from affluent, primarily White high schools. There was diversity in the
sample as teaching experience ranged from 10 to 23 years. Additionally, some of the
technology teachers earned certification through an alternative pathway and worked in a
trade area before teaching. The researcher avoided elite bias by weighting the opinions of
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all participants evenly regardless of teaching experience and certification pathway. Miles
et al. (2020) cautioned that “overweighting data from articulate, well-informed, usually
high-status participants and underrepresenting data from less articulate, lower-status
ones” can lead to this type of bias (Miles et al., 2020, p. 289).
Checking for Researcher Effects
Miles et al. (2020) explained that a researcher can impact the research site
because just the researcher's presence could alter the participant’s behavior. The
researcher may also enter the study with preconceived notions based on previous or
personal experience with the research topic. This researcher addressed the possibility of
leading questions or preconceived interpretations based on prior experience in CTE by
using the NYS CDOS standards and frameworks to develop questions that were peerreviewed before they were given to the participants. Biases stemming from researcher
effects should be avoided to reduce negative impacts on the participants’ responses and
participation in the study. This researcher avoided the participants’ perception of bias by
making the purpose of this research clear and explaining how this research could benefit
all CTE educators. According to Miles et al. (2020), researchers should explain to
participants why data will be collected and what will be done with it. In this study, this
researcher ensured that participants understood the purpose of the research, data
collection procedures, and how the data was used. Specifically, a discussion about the
artifacts established trust, as the participants explained how they implemented these
artifacts in their teaching instead of submitting artifacts without feedback. Participants
were given the opportunity to member check or view and clarify their interview
responses. Member checking is a relatively easy to construct, cost-effective way to
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validate and clarify participants’ responses for accuracy (Carlson, 2010; Creswell & Poth,
2018; Miles et al., 2020). Miles et al. (2020) explained that the benefits of member
checks could be diminished and could lead to distorted conclusions if a participant wants
to censor part of their response after reviewing it. Member checks are usually positive but
can expose researcher effects that may not have been noticeable during the interview or
data collection. Carlson (2010) detailed some experiences when researcher effects were
exposed during the member checking process, and the participants left the study when
they read the interview transcripts. These experiences included becoming too friendly
with the participants, transcribing every “um” or poor grammar spoken by the subject,
making assumptions about participants’ reading level based on age or profession. For this
study, the researcher explained the transcription level to the participants in advance and
conducted the interview professionally, ignoring any previous relationships.
Triangulating Across Data Sources
Miles et al. (2020) suggested triangulating different data collection methods and
not explicitly relying on just an interview, observation, or documents to reduce researcher
effects. The data for this study was gathered using interviews, collecting artifacts, and
completing document analyses. In addition to web conferencing interviews, data was
collected from the participants, including lesson plans, projects, rubrics, and student
evaluations. Corroboration among the various data sources was assessed. Interviews with
participants were administered after collecting artifacts, and discussion about the research
was used to build a positive rapport and gain trust. Also, this researcher explained how
the artifacts were reviewed and organized. Miles et al. (2020) stressed the importance of
being organized and keeping notes and well-ordered displays.
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The use of memos was used in this research to organize collected data and
maintain efficiently written records during interviews. According to Corbin and Strauss
(2015), when researchers create memos, they analyze data and move the data analysis
further along. Data analysis of interviews and other qualitative methods requires the
researcher to develop coding to define and explain concepts based on the subjects’
responses. Qualitative research involves collecting complex data for a period of months
or even years. Participants’ thoughts and actions can change over time. It can be
challenging to remember participant responses and what the researcher was thinking at
the time. This researcher used memos to record any changes that occurred and to track
progress during the research study.
Maintaining these practices allowed the researcher to view outliers concerning
participants. Triangulating data from different sources can sometimes identify
inconsistent results that might be caused by a researcher’s mistake. However, there are
times when the differing findings actually employ a combined effect where the data
builds on each other to compose a more three-dimensional perspective of the
phenomenon (Miles et al., 2020, p. 294).
Weighting the Evidence
According to Miles et al. (2020), data in raw form only tell part of the story; data
are more robust when transformed and turned into displays and reports. There are many
reasons why some participants are better than others. Miles et al. (2020) described a
previous study completed by Miles and Huberman where they found a superintendent’s
judgment about budgets to have more weight than teachers' opinions about the same
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matter. In doing this research, the researcher was careful to weigh the evidence provided
by Business and Technology teachers equally as the researcher is a business teacher.
Checking for Outliers, Extreme Cases, Surprises, and Negative Evidence
According to the CDOS standards, CTE teachers should be incorporating soft
skills into their teaching. A teacher who does not demonstrate soft skills is likely an
extreme case to be reviewed to determine whether bias is present. A CTE teacher with a
negative view of CTE or soft skills could be further studied to find a reasonable
explanation. When dealing with opposing evidence, Miller et al. (2012) suggested
weighting the proportion of negative evidence versus the positive evidence before
reconsidering the entire research study. This researcher used if-then statements when
themes emerged to start building a theory. Overall, feedback obtained from participants
was vital in the research study.
Research Ethics
The researcher recruited participants from various CTE organizations on Long
Island, NY. Some of those organizations were the Long Island Business Teachers
Association (LIBTA), Work Experience Coordinators Association of Long Island
(WECA), and DECA Business Club Advisors. Business teachers who volunteered were
pre-screened to ensure they fit the study's qualifications and that a corresponding
technology teacher at their school was also willing to participate. Participants were
informed that participation was voluntary, that they could leave the study at any time if
they felt uncomfortable, that all information was confidential, and that there was no
monetary compensation for participation. The researcher gained access to the sites by
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obtaining permission from appropriate school administrators and following guidelines set
forth by the St. John’s University Institutional Review Board.
The researcher explained to participants why this research was being done, how
collected data would be used, and the potential benefits of the research. CTE teachers on
Long Island interact through various organizations and conferences and commonly have
the same goal of improving CTE education. Contributing to research that could improve
outcomes and consistency for CTE teachers on Long Island, NY, and potentially across
the United States was a benefit of the study. The results also allowed participants to
reflect on their implementation of soft skills within their CTE courses.
Data Analysis Approach
This researcher used data from various sources to improve the reliability of the
interview questions by providing consistent terms and data. The New York State CDOS
Standards were used to determine CTE teachers’ understanding of soft skills and learning
standards. The SPN BETTER learning model (2014) was integrated to measure how CTE
teachers perceived the implementation of their soft skills in the curriculum and prepared
students for future career opportunities.
The constant comparative method and data condensation were used for data
analysis. Corbin and Strauss (2015) discussed the constant comparative method of
breaking data into more manageable pieces as themes emerge during the research
process. The constant comparative method in this study showed dimensions of contrast,
including the CTE areas of business and technology, the different school districts, and the
type of data being collected. Miles et al. (2020) provided information for using data
condensation to manage data. Data from notes, transcripts, documents, and other
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empirical materials are condensed in this process by simplifying and extracting relevant
information to generate categories and create themes.
The responses from teacher interviews were transcribed. This information was
uploaded into cross-platform qualitative and mixed methods research Software Dedoose.
Dedoose software facilitates researchers in finding patterns, making conclusions, and
producing creative findings with practical outcomes. The Dedoose application assisted in
the gathering and organizing of data from the semi-structured interviews. Dedoose
was also used to manage collected information to develop a coding scheme that allowed
the researcher to identify common relationships, themes, and trends related to soft skills
and CTE. The Dedoose framework matrix feature was used to construct a cross-case
matrix to examine dimensions of contrast between (a) Business and technology teachers;
(b) newer and more experienced; (c) those with prior trade experience and not; (d)
traditional certification pathway and alternative certification pathway.
Researcher Role
A researcher’s personal knowledge of the subject matter can impact qualitative
research. As this researcher is a CTE teacher in the field of business and WBL with over
20 years of experience, it was crucial to identify any biases or conflicts that may have
arisen during research based on previous interactions with participants. The researcher
was previously acquainted with two of the business teachers from various conferences
and events. The researcher is an interested party because of the researcher’s current
profession. Experience with the topic is critical; however, very little research has been
conducted on this topic. Previous research has been conducted to explore perceptions of
soft skills and the lack of soft skills evaluative instruments (Blalock et al., 2006; Hyslop,
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2016; Imperatore & Hyslop, 2015; Jones, 2016; Mitchell, 2008). Findings from this
qualitative case study provided additional data expanding on how teachers perceived the
role and application of soft skills content within CTE and students' career planning and
determined any differences between content areas.
As an educator in the field, the researcher was familiar with some of the interview
participants. This researcher has extensive knowledge regarding CTE and taught or
participated in similar CTE lessons as those of the participant teachers. The researcher
implemented steps to avoid bias and obtain the trust of the participants during the
research. According to Miles et al. (2020), if people feel betrayed by the researcher when
they see the report, they rarely accept information from the study. This researcher used
these steps or techniques to recognize and address biases related to the researcher’s role.
A theoretical framework was used to create interview questions, each teacher was asked
the same questions, and the same type and number of artifacts were collected from each
participant. Bias was further managed by referencing existing frameworks represented in
the SPN BETTER learning model (2014) to find emerging themes and code results.
Conclusion
Six teachers were interviewed. Lesson plans and artifacts from those CTE
teachers (business and technology) were reviewed to determine if similar themes
emerged. Data collected from the research will be presented in Chapter 4 to address the
research questions.
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CHAPTER 4: INTRODUCTION
The purpose of this qualitative multiple-case design study was to examine how
teachers perceive the role and application of soft skills content within CTE and students'
career planning. This study employed personal interviews and document analyses of
collected teacher artifacts. Multiple data sources were used to collect data from the six
participants. Due to the Covid-19 pandemic, qualitative data was collected electronically
by email, and file sharing and personal interviews were conducted via WebEx to ensure
researcher and participant safety. This chapter analyzes the data that was collected and
themes that emerged related to the research questions.
Description of Cases
Current educators in the CTE fields of business education and technology
education bound each of the three cases in this study. One business teacher and one
technology teacher from three different schools were interviewed. Table 4 summarizes
the six participants, including pseudonyms, CTE content areas, participant demographic
information, and classes taught by each participant.
For this multiple-case design study, a case was defined as a unit per school. Two
teachers from Schools A, B, and C were selected for each case. Teachers from all three
schools submitted lesson plans, projects, rubrics, and student evaluations. The teachers
also participated in personal interviews conducted by the researcher using web
conferencing software, WebEx, in the Spring of 2021. A brief overview of each case
provided is presented below (Table 4).
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Table 4
Description of Cases
Case
Mandy

School
School A

CTE Area
Business
Education

Demographics
White Female

Jack

School A

Technology
Education

White Male

Cathy

School B

Business
Education

White Female

School B

Technology
Education

White Male

Classes Taught
Work Experience
Course I/II, Business
Law, and Personal
Finance
Residential Structures
Carpentry, Robotics I &
II, Power Mechanics I
& II, and Woodworking
Marketing, Accounting
I, College Marketing,
Digital
Generations/social
media, Keyboarding,
Apparel & Accessories
Marketing, and Wall
Street

Design & Drawing
Production,
Architecture,
Cybersecurity,
Computer Repair,
Robotics I & II, and
Project Lead the Way
School C
Business
White Female
Accounting, Career &
Daniella
Education
Financial Management,
College Freshmen
Seminar, and Social
Media Marketing
School C
Technology
White Male
Computer Repair, Cisco
Brandon
Education
Networking, Robotics,
and Computer Design
Note. Study participants organized by school, ethnicity, and courses taught
Donald
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Individual Cases (Table 4)
Case 1: School A: Mandy and Jack
Description of School. School A was a public high school located in an affluent,
predominantly white community on Long Island. School A had 1,923 students and a
graduation rate of 98% (Table 1). School A had articulation agreements with three local
colleges offering students the option of earning college credit. School A had fourteen
business courses and three technology courses available for students to earn college
credit.
Mandy: “The Career Planner.” Mandy was a Business Education teacher from
school A with over twenty-one years of experience (Table 2). Mandy taught three full or
half-year business courses and was involved with the work-based learning program at
school A (Table 3). Mandy’s classes were focused on preparing students to be college
and career ready. Mandy described her Personal Finance course, “from soup to nuts; this
course helps to really prepare students for the real world. In addition to the personal
finance component of the class, the first quarter of the year is all about career planning
and career development.”
Jack: “The Real-World Educator. Jack was a Technology Education teacher
from school A with over ten years of experience (Table 2). Jack taught six full or halfyear technology courses (Table 3). In Jack’s classroom, real-world application was the
focus. Jack’s students often participated in projects that involved real-life technology
principles. Jack described such a project in his residential structures class, “students were
taught all the different framing principles and how structures are put together. And then,
we actually built a structure outside in the parking lot.”

68

Case 2: School B: Cathy and Donald
Description of School. School B was a public high school located in an affluent,
predominantly white community on Long Island. School B had 1,893 students and a
graduation rate of 96% (Table 1). School B had articulation agreements with four local
colleges offering students the option of earning college credit. School B had twelve
business courses and two technology courses available for students to earn college credit.
Cathy: “The Authentic Learning Advocate.” Cathy was a Business Education
teacher with over seventeen years of experience. Cathy taught seven full or half-year
business courses (Table 3). Cathy’s classes emphasized real-world, authentic learning
experiences. She ensured that students in her classes demonstrated personal skills and
apply those skills to future careers by completing project-based and authentic learning
activities. “I feel like once they start doing it, they will usually use it the rest of their time
here as well as at the next level. I also encourage students to join the DECA club; that is
another way to get them in and actually do everything that we talk about in the
classroom.”
Donald: “The Lead the Way Champion.” Donald was a Technology Education
teacher from school B with over twelve years of experience (Table 2). Donald taught six
full or half-year technology courses (Table 3). Donald was certified in Project Lead the
Way, a national science, math, and technology classes curriculum. It was important for
Donald to reach all the learners in his class. Donald described his classroom by saying, “I
guess my philosophy as a teacher is, and has always been, to try to reach all the students
and teach them as much as possible while constantly making sure that they get the help
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they need. Whether it be a kid struggling or even the kids who are flying through some of
the projects and assignments, sometimes they need help and get stuck. Sometimes,
teachers can forget about those students that are usually very self-motivated, but I always
try to focus on them too.”
Case 3: School C: Daniella and Brandon
Description of School. School C was a public high school located in an affluent,
predominantly white community on Long Island. School C had 1,420 students and a
graduation rate of 99% (Table 1). School C had articulation agreements with two local
colleges offering students the option of earning college credit. School C had five business
courses and three technology courses available for students to earn college credit.
Daniella: “The Student Future Champion.” Daniella was a Business Education
teacher from school C with over fifteen years of experience (Table 2). Daniella taught
four full or half-year business courses (Table 3). For Daniella, it was particularly
important that her students explored as many career options as possible to examine
potential careers that they might enjoy in the future, “We always, in every course, do a
unit on what does this look like in the real world. I am an advocate, for you need to love
what you do. I really think that is important. I try and stress to my students that if you
select a career you dislike, you could be miserable. It is great to be able to explore careers
now to prepare for the future.”
Brandon: “The Future of Technology Visionary.” Brandon was a Technology
Education teacher from school C with over twenty-three years of experience (Table 2).
Brandon taught four full or half-year technology courses (Table 3). Brandon was focused
on the future of technology. He wanted students to know that technology is a viable

70

option for all types of learners, and the scope of high school technology programs
changed tremendously over the last couple of decades, “When I started teaching here, it
was just an old industrial arts program, and we worked for probably the past twenty years
to say we are an engineering technology department. We are teaching the students to be
engineers. Not everyone will be a college-based engineer, but we are giving them those
guiding principles so that if they did say, ‘Hey, I am not going to a four-year college. I
am not going to a two-year college,’ we have prepared them for a trades program, a
technical certification, or an automotive program.”
Findings
The goal of this multiple-case design study was to review CTE teacher
perceptions about the role and application of soft skills within CTE business and
technology career planning. More specifically, the study focused on soft skill
implementation across different CTE areas, CTE curricula, and learning standards.
Research participants submitted educational artifacts and participated in personal
interviews. The framework matrix for the interview questions was created using the NYS
CDOS Standards, Kolb’s ELT (1984), and the SPN BETTER Learning Model (2014).
The study addressed three research questions. The first question addressed the
perceived role of soft skills within the CTE curriculum in Business and Technology. The
second question investigated how CTE Business and Technology teachers perceive the
use of soft skills for career preparation and planning. The third question explored
potential differences between CTE Business and Technology teachers' approaches in
including soft skills content in business and technology courses.
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During the research process, the researcher reviewed transcribed interviews to
identify keywords and phrases from each participant. The researcher also reviewed
collected artifacts to observe similarities within the documents. As the data was reviewed,
potential labels were established, and codes were then assigned categories based on large
amounts of similar data across all interviews. It is vital to define and connect initial and
subsequent codes to the researcher’s original research design. This process helps to
clarify how codes can accurately reflect the meaning of words and phrases that emerge
from data (Yin, 2019). Throughout the analysis process, several codes were identified
and utilized, and themes emerged. This approach was used to discover three underlying
themes that emerged from the collected data and personal interviews concerning the
research questions. The three themes that emerged from the analysis of data were: (1)
Importance of soft skills within business and technology curricula; (2) Inconsistency
within CTE curricular areas and learning standards; and (3) The Future of CTE.
Theme 1: Importance of soft skills within business and technology curricula
An encompassing theme that emerged during data collection and analysis was the
importance of soft skills within the business and technology curricula. Based on the
personal interview responses and submitted artifacts, there was a consensus about the
importance of soft skills within the business and technology curriculum. Although
participants had different individual teaching styles, all agreed that the soft skills content
delivered in their classrooms was invaluable to students. The curriculum covered in CTE
courses is often in the form of real-life practical applications that arm students with skills
that they can use in the real world. It is not always apparent how much soft skills are
ingrained into CTE courses because of the intricate hard skills that are involved in some
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of these classes. Students may not even realize they acquire soft skills while performing
hard skills applications in technology courses like coding and robotics. With twelve years
of experience, Technology Teacher B (Donald) discussed how the soft skills of
communication and teamwork are an integral part of technology classes. Donald stated,
“I get the super, super, introverted kids that are all about programming, and they just sit
in front of a computer, and they just want to code. Those kids are then forced to develop
soft skills. They cannot just sit in front of a computer and code because they have to
communicate with the kids that want to be on the machines, machining all the parts out
from scratch.”
The soft skill of creativity was mentioned frequently during the research process.
CTE teachers often exhibit autonomy over curriculum, more than some core subject
teachers, allowing personalization of some lessons. During his twenty-three years of
experience, Technology Teacher C (Brandon) found new ways to implement creativity,
particularly during the Covid-19 pandemic. As a veteran teacher, Brandon understood the
importance of incorporating soft skills within his lessons, whether they were in-person or
virtual. Brandon explained that “hands-on skills were difficult to work on throughout
hybrid learning and six-foot social distancing as we typically work in groups in class, but
we found creative ways to demonstrate remotely and broke tasks down into activities or
individualized tasks to keep students separated. At first, peer interaction was minimal in
most classes, but using humor and forcing interactions warmed up the lessons, and
eventually, we became almost as productive as previous years.”
With seventeen years of experience Business Teacher B (Cathy) explained how
she acknowledges and rewards communication and creativity in her classroom. Cathy
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explained that she does not necessarily grade these soft skills but encourages them often,
“I would not say that there is a grade for communication or creativity. I think it is just
that I like to chat with the entire group when we are talking about it. If they are working
in groups and somebody comes up with a great idea, I will get the whole class's attention
and point out, ‘Hey, so and so had a really good point or really good idea and let us talk
about it. Let us see where we can go with it.’ I guess it is more of acknowledgment,
really.” With twenty-one years of experience, Business Teacher A (Mandy) expanded on
this point by explaining how she incorporates creativity into her lesson planning and
offers incentives to students who demonstrate it. Mandy stated:
When a student seems to be a little more creative or is thinking out of the
box, and it does not necessarily fit in with my lesson plan, I never try to
make it like a cookie-cutter lesson plan and say things like, "We are not
going there," or "That does not fit in." I always offer them some type of
extra credit if they can incorporate their ideas into either a present or a
future lesson. Because creativity, I think, is such a foundation that the
student needs, especially for the future jobs we have and to be college and
career ready.
Participants all agreed that critical thinking skills taught in CTE courses
are essential because they can be used in other school subjects and can also
provide students with college and career readiness skills. Business Teacher B
(Cathy) encourages students to think critically about their assignments. Cathy
explained, “I encourage students to redo something or resubmit something if they
were not happy with the grade. If I think somebody is not working up to their
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potential, I may ask them questions before turning in the assignment. I may say
something like, ‘that looks interesting’ or ask, ‘what do you think about this?’”
Business Teacher C (Daniella), with fifteen years of experience, encourages
students to use critical thinking skills to break down complex topics using realworld scenarios. Daniella described a lesson where students struggled with a
concept:
Surprisingly, they had a really hard time with payroll in my accounting
class, which is not something I would typically think. It is really just
percentages; it is math. It is not really specific to accounting. When I kind
of broke it down and showed them an example of real-life and the idea of,
okay, well, what does the business payout? How does that work for you?
Do you make more money? Do you make less money? What does the
employer pay? I think anytime they struggle with anything, giving them
that real-life example and showing them how it really applies has been
helpful.
Technology Teacher B (Donald) incorporates critical thinking in all his
individual or group design projects. Donald encourages students to justify their
choices and explain their thought processes. Donald stated:
I am giving feedback on their work constantly. As the kids are doing different
projects and design projects, I am constantly working with each group or team, or
individual, working through their design. If they plan a building, I will ask them
why they are building it that particular way. What is the reason for the design?
How come they chose that design over another? Because, at the beginning of the

75

design process, they should be developing a few different brainstorming and
design possibilities and then choose one. So, they should have two or three or
four different design possibilities, and then they pick which one they think is the
best. So, I will always have them critically think and explain to me why they
chose that particular design. What was the thought process? Why was it better
than the other ones? So, I think that is an important part: having students verbally
explain their thought processes.
Technology Teacher A (Brandon) also encourages critical thinking skills in his
class. Brandon described a unit he taught where he encouraged students to think
critically about how electronic messaging works:
It is actually a whole series of lessons in terms of how a person would
send a text message from a cell phone to a computer or an email through a
computer, and we break it down at different levels of that communication
on the user interacting with the operating system. As we go down through
these layers and have the students act out different layers in the process. I
have envelopes that are sometimes put inside larger envelopes, and they
are relabeled to mimic the address. So, the kids get to see how this works
in the classroom tangibly. For example, I passed the letter to Paul, Paul put
it in an envelope and passed it to Steven, Steven passes it to Eric. And
then on the other end, that is the encapsulation process, packaging it
together, and it gets de-encapsulated, and they can see on the other end
how it gets received. So, it is kind of neat when they say, "Oh, wow, that
makes sense now how an iPhone can send a message to an Android phone,
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or how a PC sends a message to a Macintosh computer, or how your home
alarm system can talk to your cell phone." So that no matter what the
device is, we can break it down to different levels. It takes fifteen minutes
to explain in class and let them know that it all happens in microseconds
when you press a button on your phone.
Overall, participants had a consensus regarding the importance of soft skills
within business and technology CTE classrooms. Analysis of participants’ interviews and
submitted artifacts demonstrated a belief that the soft skills of communication, creativity,
and critical thinking were vital components of CTE classes. These participant CTE
educators from this study encourage their students to demonstrate soft skills by
explaining them during a lesson or integrating soft skills concepts in classroom
instruction and activities. The need for these skills has been emphasized in previous
literature. In a survey by ATD (Souze & Fyfe-Mills, 2018), employers noted the specific
skills gaps that their organizations were experiencing. Communication/interpersonal
skills were listed as number one, critical thinking and problem-solving skills were listed
second, and creativity/innovation skills were listed as the sixth item from employers’
responses. Similarly, Lopez and Calderon (2013) summarized the results of a poll on
Americans' attitudes toward public education. The results indicated that respondents
believed today's schools should teach students (1) critical thinking, (2) communication
skills, and (6) creativity. These results mirror ATD’s (Souze & Fyfe-Mills, 2018)
research. Similarly, the respondents in this research study believed critical thinking and
communication to be the most important soft skills for students to learn.
Theme 2: Inconsistency within CTE curricula and learning standards
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The cases selected for this study were CTE teachers, one business teacher, and
one technology teacher from three different schools. The schools were all located on
Long Island, and all had similar SES and demographics. The CTE programs in all three
schools had robust course offerings and consistent student course enrollment. Similar
courses were offered in each school, but the courses' names, half-year or full-year status,
and the curricular content differed from school to school. CTE courses in NY are usually
offered as electives that do not require a state Regents examination at the culmination of
the course. Most of the curriculum for CTE courses is created at the local school level
resulting in varying content being taught at different schools. Career and Financial
Management (CFM) is one of the few CTE courses with a curricular framework
approved by NYSED. The CFM curriculum was revised in 2017 by the Business
Teachers Association of New York State, CTE Technical Assistance Center, NYSED
staff, and educators from all CTE content areas. The New York State CDOS standards
and Career Readiness Practices from the Common Career Technical Core (CCTC) are
identified in each unit (NYSED, 2020). Students enrolled in CFM across NY are exposed
to similar content based on the standardized curriculum approved by the State.
During the interview process, it became evident that all the participants were
dedicated to ensuring that their classes embodied core principles of CTE, but the way
they approached it was very different. When asked about learning standards, participants
demonstrated a lack of consensus. Responding to a question about participants’
familiarity of standards for CTE, including CDOS, CCSS, or CCTC, Business Teacher A
(Mandy) replied, “I know a decent amount about CDOS and the CCSS requirements, and
I have actually never heard of the other one.” Business Teacher C (Daniella) also said
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that she was not familiar with the CTE standards as well. When asked about her
knowledge of the standards, she said, “Very vaguely. I feel like we look at them here for
observations and list them. Obviously, I have seen them. I know kind of the umbrella of
them, but I would not say that I am very knowledgeable on them.”
While technology education and business education are both CTE areas, the
standards vary. Technology teachers may use the New York State mathematics, science,
and technology (MST) Learning Standards and include opportunities for students to
explore technology-related careers within their curricula (NYSED, 2020). The
technology teachers were asked if they used technology-related standards when lesson
planning for their courses. Technology Teacher A (Jack) explained, “I do not specifically
use standards to create my lessons, it is pretty much implied, but the standards I have
used are the MST Standards and the International Technology and Engineering Educators
Association (ITEEA) Standards for Technology Literacy.” Technology Teacher B
(Donald) stated, “When I plan lessons, I am usually going through the math and science
standards.”
In addition to learning standards, participants were also asked about their
knowledge of and participation in CTE professional organizations. Technology Teacher
A (Jack) is not a member of any CTE professional organizations but indicated in a
previous response that he has used a framework created by ITEEA for his lesson
planning. Technology Teacher C (Brandon) has been a technology education professional
organization member in the past. Brandon stated, “I have been involved in the New York
State Technology Educators Association, NYSTEA, and they have training and programs
throughout the year, and they mainly focus on technology teachers in classrooms.”
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Technology Teacher B (Donald) is not involved in any professional organizations but
participates in local activities at the school building level. Donald described his
participation in these activities:
I know of the organizations, but I am not a member of any of them, but I
run the robotics team at the high school level, which is run through FIRST
Robotics. The acronym FIRST stands for: For Inspiration in Science and
Technology. It is a whole robotics program that goes all the way from K
through 12th grade. I do the robotics program at the high school for the 9th
through 12th graders, and that is the highest level. We also participate in
the FIRST robotics competition. I am a member of the IAB, the Industry
Advisory Board in School B, a partnership between the School B District
and local businesses. They meet a few times a year, and they try to help
kids get internships, experience, and mentorships from people in the field.
Participants were asked if current educational legislation like the Every
Student Succeeds Act (ESSA) or Perkins V impacted their job. CTE Legislation
was another topic where teachers lacked consensus. Business Teacher A (Mandy)
was not familiar with ESSA and was slightly familiar with Perkins. Mandy stated:
“I do not know that it impacts how I do my job, but we did have a work-based
learning coordinator here on a Perkins grant, which opened up the opportunity
then to have me full-time and showed the district the importance of the program.”
Technology Teacher A (Jack) was not familiar with ESSA but knew more about
Perkins. Jack stated that “the Perkins Grant was used in our department at the
high school, and we were able to purchase equipment, and that enabled us to start
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and improve our automotive program. So, the Perkins Grant has definitely
benefited our program.” Business Teacher B (Cathy) and Business Teacher C
(Daniella) indicated that ESSA and Perkins had not impacted their jobs.
Technology Teacher B (Donald) issued a similar sentiment. Donald stated that “I
do not really think any of those things impact how I do my job. I try to be an
equal educator to all the students.”
There are seven CTE content areas. Two of those areas, business and
technology, were researched for this study. While aspects of these CTE areas are
similar and overlap, there are noticeable differences. Some of these differences
include teacher knowledge of CTE standards, professional organizations, and
educational legislation. The research participants in this study had varying levels
of familiarity with CTE standards, professional organizations, and educational
legislation.
Theme 3: Future of CTE
Throughout this research study, participants discussed their viewpoints on the
future of CTE. The participants expressed positive opinions about the direction of CTE
programs and how the reputation of CTE is slowly evolving. Technology Teacher C
(Jack) explained how CTE enrollment is increasing at his school: “The reputation of our
classes is absolutely encouraging students to see technology classes differently. I think
the last few years, our enrollment has been going up compared to previous years,
specifically, because they are seeing all the cool projects that the previous students are
completing, and they want to be involved in that as well.” Business Teacher C (Daniella)
had similar feedback about students' views of her business classes. Daniella explained
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that at first, some students did not realize the rigor and relevance of her business classes
but valued the content at the end. Daniella said: “I think that our classes are often glossed
over, and many kids come in thinking, ‘Oh, this should be easy. I should not have to do
much work because it is just an elective.’ That is kind of the attitude that sometimes is
there in the beginning. I feel like they leave with a different perspective. At the beginning
of the year, they often say, ‘We do so much work in this class; it is an elective. I should
not be doing this much work.’ At the end of the year, I challenged them to find me
something that they are not going to use later in life, and so far, they have not been able
to.”
While the participants expressed positive views on the changing reputation of
CTE, most agreed that CTE students would benefit from more opportunities to learn
more about diversity and connect with people from other backgrounds. Since the soft
skills delivered in CTE courses provide students with invaluable real-world skills,
learning about other people and cultures could also benefit them in the future. All of the
participants in the study teach in school districts with little diversity. Some of the
participants were interested in creating more diverse activities for their students but found
it difficult based on the demographic makeup of their schools. Business Teacher C
(Daniella) was concerned about implementing diversity activities that feel forced or
unnatural. Daniella stated: “We are not overly culturally diverse as a school environment.
I feel like we try and incorporate that into the building because they do not necessarily
see it organically. We don't necessarily have any specific programs or activities. In my
classes, we talk about ideas similar to how a college freshman seminar course would talk
about the idea. I may say something like, ‘Everyone does not have your beliefs, and
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everyone is not the same as you. You might have a roommate that does whatever or
follows something different than you do, and you have to be accepting of that.’” Business
Teacher A (Mandy) also expressed difficulty infusing diversity in her classes. Mandy
stated: “I really don't have any experiences with those types of lessons. I have brought in
guest speakers to focus on diverse backgrounds in the last few years, but not so much
with the students. It is not a very diverse population here, unfortunately, too.” Business
Teacher B (Cathy) agreed that it is sometimes difficult to incorporate diversity into her
lessons, but she has a course where students can interact with students from other parts of
Long Island that are more diverse. Cathy described it this way: “In my digital generations
course, we work collaboratively with other schools on the island and create a presentation
on a social media topic. Last year, we were one of eight schools on the island that
participated. The students were from all over the place, and it was interesting for them to
try to get them to work together, using different channels. We didn't get to meet in person
due to the pandemic last year, but hopefully this year, we will be able to do the kickoff
meeting and connect in person with the other schools.”
Most of the technology teachers in this research study agreed that students'
activities outside of school offer opportunities to interact with people from diverse
backgrounds. Robotics was one of those activities that fostered global connections.
Technology Teacher C (Brandon) gave an example of encouraging his robotics students
to think critically about other cultures. Brandon said, “So they used to try to think of,
‘Well, it's not just my problem here in this classroom. How is this a problem elsewhere?’
Today, in my robotics class, we talked about issues with different robotics devices and
why we really need smart sensors on robots. The idea is that we are using that now to
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help people, whether it's someone who lost an arm to an accident or sending help to an
area where there is a virus outbreak.” Technology Teacher B (Donald) also indicated that
his robotics team was more diverse than his courses and robotics also provides global
connection opportunities:
Our team is pretty split. We have many girls on the team, more and more
every year. We have a lot of different kids from different backgrounds,
different economic backgrounds and things like that, and family
backgrounds. I know my robotics team is probably a little bit more diverse
than my classes. But they are definitely always trying to reach out to other
teams that are not as fortunate or have as much support as we do. They
have been reaching out to the FIRST South Africa teams through the
FIRST robotics competition team, and we have been on a couple of
Google Meets with them. Students will wake up at four o'clock in the
morning because it is in different time zones, and they will jump on and
help them with coding and mechanical and some design work.
In addition to diversity and connections, study participants agreed that the future
of CTE should include mandatory programs. The number of CTE academies and
approved programs continue to grow across New York State. All of these programs
contain mandatory elements, including coursework, work-based learning, or certification
exams. These programs have helped to improve the reputation of CTE and attract new
students that generally would not participate in CTE programs. However, these programs
are electives, and students participate by choice.
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Students not participating in these courses may not be exposed to some of the soft
skills incorporated in these classes. Research study participants agreed that mandatory
CTE classes would benefit all students. Technology Teacher B (Donald) stated:
I would make CTE classes mandatory because it's unbelievable how many
different skills students can learn between family and consumer science,
technology, and business classes. There are so many skills to be taught in these
classes, between cooking and responsibility and balancing your checkbook and
fixing a car or fixing a lawnmower or just so many different types of skills that
they can pick up. They have all the mandatory core classes, and then when they
get into high school, they have to complete a music or art credit. They have to
complete health and they have to complete Phys-ed, but then, it’s sad that they
don't have to take some basic life-skill courses that we offer in CTE.
Business Teacher A (Mandy) agreed about mandatory CTE, especially the
personal finance component: “Well, in particular, I would love for the personal finance
class to be a mandatory class. I know in social studies that a 10-week unit satisfies the
personal finance requirement. I hope core requirements change in years to come and this
is taught in one of the CTE classes.”
Conclusion
Data collected from CTE teachers in the areas of business and technology with
different years of teaching experience were analyzed to examine how teachers perceive
the role and application of soft skills content within CTE and students' career planning.
Analysis of data identified three consistent themes: (1) Importance of soft skills within
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business and technology curricula (2) Inconsistency within CTE curricular areas and
learning standards, and (3) The Future of CTE.
The first theme focused on the importance of soft skills within business and
technology curricula and explored the soft skills CTE teachers find the most important
for their students to master. Study participants found the soft skills of communication,
creativity, and critical thinking to be the most important. The second theme viewed
inconsistency within CTE curricula and explored the different learning standards,
curricula, and professional organizations in the field of CTE. Study participants
approached classroom instruction similarly but lacked understanding of how CTE
legislation impacted their teaching and lacked consistency in implementing learning
standards. The third theme investigated the future of CTE programs and explored factors
that could improve CTE programs. Study participants felt optimistic about the direction
of CTE programs due to an improved reputation but indicated that more diversity in CTE
could benefit students. Participants also expressed a desire for mandatory CTE programs
to provide more students exposure to the soft skills they need to become college and
career ready.
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CHAPTER 5: DISCUSSION
This multiple design case study focused on business and technology teachers
located on Long Island, NY. Research for this study explored teacher perceptions on the
role and application of soft skills content within CTE and students' career planning. Data
analysis from personal interviews and collected artifacts, including lesson plans, projects,
and rubrics, contributed to three key findings of this study. The first finding was that soft
skills, specifically communication, creativity, and critical thinking, are infused within the
CTE curriculum without teachers having to teach soft skills as the topic explicitly. The
second finding was the lack of clear and defined CTE learning standards and
communication regarding curricular implementation. This lack of clarity has resulted in
inconsistent lesson planning and classroom instruction among CTE teachers, even those
teaching in the same CTE subject area. The third and final finding discussed the potential
benefits of implementing mandatory CTE courses and providing more opportunities for
students to explore diversity in CTE programs. Chapter 5 explores how each of the three
findings connects to the theoretical framework and previous literature discussed in
Chapter 2. The researcher will connect the findings to each research question, discuss
limitations, and provide recommendations for future research and practice in this chapter.
Implications of Findings
Implications of Findings: Research Question #1
The findings of this qualitative case study related to the three research questions.
The first research question focused on CTE teachers’ implementation and curricular
planning of soft skills. The first discovery from this study was that a CTE curriculum
offers students an opportunity to develop interpersonal skills that help students become
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college and career ready. The topics and hands-on activities taught in CTE classes allow
students to acquire knowledge and transferable skills that they can use in various
circumstances (Clark et al., 2010; Kolb, 1984; Jones, 2016; Petkus, 2000). The
participants in the study all had different ways of implementing soft skills within their
coursework. The study participants indicated that some of the delivery methods they used
were hands-on projects, group activities, team exercises, simulations, competitions,
connections with students outside of the school community, hearing from guest speakers,
and practical real-world applications. These findings mirrored research by Anthony and
Garner (2016), indicating that students benefit most from content with real-life examples,
like guest speakers, journal articles, and self-analysis tools.
While the participants had varying delivery methods, there was a consensus that
students acquire soft skills in CTE courses even if the skills are not specifically written
into the curriculum. The nature of CTE courses creates opportunities for students to gain
long-lasting real-world skills. Appleby (2001) referred to these skills as covert
curriculum. The covert curriculum emphasizes the abilities and characteristics that will
enable individuals to continue to acquire new knowledge and attain new skills in the
future, both on the job and in their personal lives (Appleby, 2001).
Due to the nature of CTE courses, teachers are often afforded the opportunity to
bring creativity into classroom learning. Participants expressed ways they encourage and
reward creativity and innovation in the classroom. However, there was inconsistency in
lesson planning, CTE delivery, and soft skills evaluation among the participants.
Participants submitted student projects with rubrics. Most of the participants did not
incorporate soft skill evaluation within the rubrics. Previous research has determined that
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it is difficult to measure soft skills with a grade due to the personal nature of these skills
and that there are few methods of assessing soft skills available to educators (Appleby,
2001; Blalock et al., 2006; Duncan, 2011; Hyslop, 2016; Jones, 2016; Petkus, 2000;
Vogler et al., 2017). Jones (2016) concluded that options for grading soft skills are only
limited by teacher creativity in setting high expectations for student behaviors and giving
students quantifiable feedback on these skills.
Participants in the study were not all familiar with CTE standards and legislation
impacting CTE. There are seven different CTE areas and there is a lack of universal CTE
standards and a curriculum in NY and several other states. Very few evaluation studies
have adequately measured how CTE/college and career readiness and employability
skills are measured in programs. According to Rebell et al., 2017, “CDOS is the only area
in which the state has established standards with no instructional or course requirements”
(p. 3). In addition, communication between CTE areas is not consistent. To establish an
education-to-workforce pipeline, state leaders will need to align the education system
with labor market needs to ensure a seamless system of academic, technical, and
employability skills preparedness (Cushing et al., 2017, p. 1). The participants in this
study used different standards for lesson planning and were unfamiliar with how
changing CTE legislation connected to their current position. The participants had
between ten and twenty-three years of teaching experience and have been in the
classroom before some new legislation, including ESSA and Perkins V, were enacted. In
addition, CDOS standards have not been updated in almost thirty years. These standards
were created before career clusters were established and before the substantial impact of
technology and social media in the workforce. Some of the participants that were familiar
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with the CDOS standards included them when standards were required in written lesson
plans; however, they did not refer to them regularly for anything else. The teachers
familiar with CDOS standards considered them outdated and lacking in detail. The
participants in this study are all veteran teachers and try to implement soft skills in their
courses effectively. The lack of consistent information regarding CTE standards and
legislation does not appear to have affected participants’ soft skills delivery. Years of
experience, interaction with other CTE educators and students have provided these
teachers with their own methods of effectively assessing soft skills. However, this pattern
may not continue with new CTE teachers entering the field because of new legislation,
new CTE requirements, and schools' isolation and changing nature due to the Covid-19
pandemic.
Implications of Findings: Research Question #2
The second research question focused on CTE Business and Technology teachers'
perception of soft skills for career preparation and planning. The findings indicated that
CTE teachers consider teaching soft skills one of the fundamental components of CTE
courses. Each participant in this study indicated during personal interviews and from
submitted artifacts that they believed it is essential that students acquire soft skills for the
future. All participants expressed the desire to teach their students valuable skills they can
use in the real world. To prepare their students for the real world, some topics
participants taught were financial management, critical thinking, communication,
cooperation, public speaking, and leadership. Employers have noted a soft skills gap, and
they have difficulty finding employees with interpersonal skills (Heckman & Kautz,
2012; Hora et al., 2016). The business and technology teachers in this study focused on
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clearing up myths about CTE lacking rigor or not being appropriate for college-bound
students (Daggett, 2003; Dougherty, 2016). Several participants indicated that their
students came into the class thinking it was just an easy grade but left confident and
prepared for the future. Many of the participants expressed a desire for more students to
be exposed to CTE courses to obtain additional soft skills. In some of the participants’
schools, CTE courses, including personal finance and computer science, were taught by
social studies or math teachers. Previous research has indicated positive outcomes for
students when CTE is incorporated into other subjects and taught by CTE teachers. In a
2010 study, The National Research Center for Career and Technical Education found that
students that completed 20 hours of math instruction taught by a CTE teacher scored
higher on Math and English grade-level tests, on a community college placement test,
and on a career-readiness test than their peers (Stone, 2014).
Implications of Findings: Research Question #3
The third research question focused on differences between CTE business and
technology teachers' soft skills content inclusion approaches. This study determined that
the differences between CTE teachers are related to curriculum, standards, and CTE
legislation but not soft skills implementation. CTE Teachers in this study, both business
and technology, acknowledged the importance of soft skills and worked to ensure that
their students develop these skills. There were slight differences in the delivery methods,
with business teachers demonstrating real-life simulations, like banking, business plans,
and accounting working papers. Technology teachers used hands-on activities like
building, coding, and robotics. Inconsistency only existed between teachers regarding
which learning standards and curricula should be used. Business teachers were familiar
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with CDOS standards, but technology teachers were not. There were also no significant
differences between how teachers with different certification types taught soft skills in
their classes. Previous research indicated that many CTE teachers, especially technology
teachers, worked in business and industry before teaching and may have earned
certification through an alternative pathway. CTE teachers obtaining alternative
certification may not effectively implement soft skills within the curriculum because they
lack traditional teacher training. (Bottoms et al., 2013; Stone, 2017). This finding was not
noted in this study; all teachers taught soft skills effectively regardless of certification
pathway.
Relationship to Prior Research
Research has indicated that employers desire employees with soft skills but find
potential candidates lacking essential interpersonal skills (Heckman & Kautz, 2012; Hora
et al., 2016; Lopez & Calderon, 2013; SHRM, 2019; U.S. Chamber of Commerce, 2019).
Research has also identified that CTE courses provide students an opportunity to obtain
the soft skills that employers seek (Dougherty, 2016; Jones, 2016; Reed et al., 2018). Few
research studies have focused on teacher perceptions regarding their role in implementing
soft skills within the curriculum. Mitchell (2008) researched the extent to which Alabama
business/marketing educators perceived the importance of specific soft skills. Mitchell
(2008) further sought to determine if school demographics impacted differences in
perception. The findings of Mitchell's (2008) quantitative study indicated a disconnect
between the perceived importance of soft skills and the implementation of soft skills
during teaching. There was also a difference between how teachers in urban schools and
in suburban schools perceived soft skills.
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This study builds on Mitchell's (2008) previous research by using qualitative
research. Study methods included collecting artifacts and conducting personal interviews
to investigate teachers' perceptions regarding soft skills. Mitchell (2008) focused on only
one CTE area of business education. This research study focused on business education
but added an additional CTE area of technology education for purposes of comparison
and contrast. Mitchell's (2008) research preceded some significant changes in CTE
legislation, including the CCSS, CCTC, ESSA, and Perkins V. Some of the legislation
has been beneficial in improving the reputation of CTE programs. This current study
extends the research by investigating how recent legislation has impacted teacher
perceptions of CTE implementation.
The themes identified in this study emerged from research regarding how CTE
teachers perceived the role and application of soft skills content and if any differences
existed in perception across different CTE areas. The first significant finding of the study
was related to the implementation and importance of soft skills within CTE programs.
This finding directly relates to the frameworks presented in Chapter 2. The theoretical
framework for this study was Kolb's ELT (1984). Kolb's research on experiential learning
is especially relevant when researching soft skills. According to Kolb (1984), learning
occurs through active participation in experiences. This study indicated that soft skills
concepts are ingrained in CTE curricula, ensuring that CTE students are exposed to soft
skills regardless of whether soft skills are the lesson's topic.
The second significant finding of the study related to the lack of clear and defined
CTE learning standards and communication regarding curricular implementation.
Chapter 2 discussed several of the laws and standards that have impacted CTE. The
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Smith-Hughes Act of 1917 was the first legislation that funded CTE programs, or
vocational education as it was then called in schools (Daggett, 2003; Dougherty, 2016;
Hayward & Benson, 1993; Miller, 1985). Since that time, a great deal of educational
legislation has impacted CTE (Dougherty, 2016; Rebell et al., 2017). In NY, the CDOS,
CCTC, and CCRS are standards used for CTE (CTE TAC, 2012; NYSED, 2020;
NYSUT, 2014). The findings of this study indicated inconsistency regarding these
standards. Most of the teachers were unfamiliar with the CCTC and CCRS. The business
teachers were familiar with CDOS but rarely still used these standards during lesson
planning. The technology teachers used the MST standards or the ITEEA professional
organization standards.
The third finding in this study involved CTE teachers' desires for future CTE
programs. Study research discovered that all participants felt mandatory CTE would help
change negative perceptions of CTE and provide opportunities for even more students to
develop soft skills. Literature from Chapter 2 indicated that states with at least one
mandatory CTE course have observed positive academic results, including more student
interaction and increased graduation rates (ACTE, 2013; Dougherty, 2016; Dougherty,
2017; Reed et al., 2018).
Power of CTE
In addition to soft skill implementation, research shows there are numerous
benefits of CTE, making it a powerful tool for students and employers. Previous research
has shown positive outcomes for CTE students including being employed or enrolled in
college the year after high school graduation (Dougherty, 2016; Eimers, 2017). Students
that concentrate in CTE are a powerful tool in the workforce. These students are able to
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fill the soft skill gap and middle-skills gap noted by employers with specific training,
dual enrollment, and industry certifications that they gain in CTE courses (Burrowes et
al., 2013, Dougherty, 2016; Dougherty, 2017; National Skills Coalition, 2020; Reed et
al., 2018).
Limitations of the Study
While the findings of this study produced rich data that can be used to enhance
soft skills implementation within a CTE curriculum, there were sample size and regional
limitations. One of the limitations of this study was the sample size. Qualitative research
is descriptive in nature (Creswell & Poth, 2018). Such research yields detailed data, but
the nature of the research is not always conducive for a large sample. This study used the
multiple case study method, defining each school as a case. The ability to find a school
with both a business teacher and a technology teacher willing to participate lessened the
pool of potential subjects.
Another limitation of the study was the lack of diversity among participants and
schools. Long Island teachers are predominantly white, and Suffolk County is considered
an affluent area with a median income of $96,675 (U.S. Census Bureau, 2020). However,
several districts with lower SES students are not fully represented in the sampling for this
study. An additional limitation of the study was that there were only two CTE areas
studied. There are seven subject areas included in CTE. The focus of this study was only
CTE teachers in the fields of business and technology. Researching perceptions of soft
skills within the CTE curriculum using multiple CTE areas would provide additional
insight.
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Recommendations for Future Practice
One recommendation for future practice that can be made from the findings of
this study is to implement consistency between CTE programs. This study showed that
business teachers were familiar with CDOS but rarely referred to these standards, and the
technology teachers were unfamiliar with CDOS and consequently did not implement
these standards at all. The CDOS standards were created in the 1990s and are no longer
appropriate for all CTE areas. Further adding to the confusion, New York state added the
CTE graduation Pathway, CDOS credential, and a CDOS diploma endorsement as
graduation alternatives in 2016. The CTE graduation pathway is usually delivered as a
rigorous dual-enrollment academy program. Whereas the CDOS credential is not a
diploma; it is a certificate that shows students with disabilities are ready for post-high
school employment (NYSED, 2020).
The participants in this study were unfamiliar with many of the acronyms related
to CTE. Participants indicated more familiarity with CTE terminology when the
interviewer said the actual words instead of the acronyms. Numerous CTE acronyms
describe different CTE programs, professional organizations, learning standards, student
organizations, and CTE legislation (Appendix G). CTE teachers could benefit if CTE
policymakers reduced the number of acronyms and industry jargon used when discussing
CTE programs. New York and other states should consider the possibility that CTE
teachers may not be familiar with these acronyms. Teachers may find the acronyms
challenging to remember, and new teachers may be confused by the definitions of these
terms.
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CTE teachers would benefit from updated standards. Education policymakers and
CTE professional organizations can work together to create a universal CTE curriculum
that each course can offer, similar to the procedure used when creating the revised CFM
curriculum in 2017 (NYSED, 2020). In addition to confusion regarding CTE standards,
there is confusion regarding which standards should be used for which CTE area. There
are vast content variations between some of the different CTE areas. However, the "C" in
the acronym CTE stands for career. Therefore, some parts of the curriculum for each area
should focus on careers. An updated set of uniform standards focusing on the career
component could be beneficial for each CTE area. These updated standards can be used
in conjunction with specific learning standards for each area.
This study revealed that CTE teachers value autonomy in creating their lessons
and curricula but would find more precise information regarding standards to be helpful.
Training and direction regarding standards would benefit teachers in all CTE areas. CTE
professional organizations are essential and can be used to enhance connections between
CTE areas. One technology teacher from the study used standards from the International
Technology and Engineering Educators Association (ITEEA) in lesson planning more
than CTE or technology education standards. The CTE Technical Assistance Center of
NY (CTE TAC) provides CTE updates, information about CTE legislation, classroom
resources, and research papers. CTE TAC provides free professional development
opportunities for teachers and administrators (CTE TAC, 2021). CTE teachers and school
administrators could enhance CTE programs by taking advantage of the resources
provided by CTE TAC. CTE TAC could increase outreach to veteran educators and new
CTE teachers, administrators, and school districts. New York State Association for
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Career and Technical Education (NYSACTE) is a statewide organization that supports
eight CTE areas, including Administrators of Career and Technical Education,
Agricultural, Business, Family and Consumer Science, Health Occupations, Technology
Education, Trade and Tech, and Work-Experience Coordinators (ACTE, 2021). None of
the participants in this research study were members of NYSACTE and those that had
heard of it didn’t even realize it was an organization that was appropriate for them to join.
NYSACTE could increase membership and unite CTE areas by reaching out to CTE
teachers and administrators in all CTE disciplines by increasing marketing efforts and
offering scholarships for discounted memberships. CTE TAC and NYSACTE could work
together to create new teacher mentoring opportunities, collaborative conferences, and
general CTE teacher and administrator support.
The names of CTE courses and the content may vary from school to school. CTE
teachers often teach more individual courses than core subject teachers. The participants
in this study taught between four to five different courses. Setting up personal interviews
and collecting artifacts for this study was a lengthy process that took months to complete.
The CTE teacher participants wanted to participate in the study to contribute to CTE
research. However, they did not have much free time between teaching several different
courses, supervising clubs, attending workshops, student competitions, and lesson
planning. In a follow-up question, participants were asked about their teaching schedules.
The majority of participants taught three to five different classes each semester, while
core subject teachers in their schools often taught only one to three different classes. One
of the findings of this study was related to participants' inconsistency in program
evaluation and unfamiliarity with CTE learning standards. Districts should consider
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providing more incentives for teachers to increase CTE knowledge, including more prep
time, paid professional development, or summer academies to explore more facets of
CTE education. The teachers in this study described a love of teaching CTE but also
expressed difficulty finding time to add extra things into their already packed schedules.
Another implication for practice based on the study's findings includes the
implementation of a universal curriculum and evaluation instruments for courses
including soft skills. CTE teacher input and feedback are essential in creating new
instruments and CTE policies. Content committees and panels for creating CTE updates
usually only include a small group of individuals from CTE professional organizations
and state education agencies. An effort to include a wider assortment of CTE educators
from school districts in New York and other states would be helpful in crafting new CTE
policy. New York State CTE policymakers could also meet with CTE educators and
professional organizations regularly to obtain ideas helpful in informing future CTE
standards, policies, and legislation. These groups can work together to update and
modernize the CDOS standards. This type of panel or committee could also be beneficial
to creating connections between CTE teachers teaching in different CTE areas. These
connections could create a network of CTE teachers with shared goals and opinions. A
mentoring program led by veteran CTE teachers could be beneficial to new CTE
teachers. Mentor teachers will have the opportunity to discuss their perspectives
regarding the role and application of soft skills within CTE programs with new teachers.
An increase in collaborative CTE professional development opportunities for all CTE
teachers and administrators would be beneficial in increasing consistency in CTE
programs. The use of video conferencing could be used to connect CTE educators all
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over NY and in other states as well. These professional relationships could produce many
benefits, including increased consistency in teaching and evaluating soft skills within
CTE programs, universal CTE standards, a support system for experienced CTE teachers,
and mentoring for new CTE teachers.
Recommendations for Future Research
CTE has been a part of American schools in some form for the last century. Since
the SCANS skills were created in the early 1990s, emphasis on soft skills for students has
become more prevalent. Research has shown that these necessary soft skills are
embedded in the CTE curriculum (Appleby, 2001; Jones, 2016; Petkus, 2000; Vogler et
al., 2017). For decades, CTE advocates have strived to improve the reputation of CTE to
emphasize rigor and relevance. While this push has yielded positive results, the number
of different CTE areas, learning standards, and legislation have led to confusion and
inconsistency in CTE program implementation. There are also few universal uniform
instruments for measuring the success of CTE programs and measuring if students are
acquiring soft skills from those programs (Duncan, 2011; Hyslop, 2016, Jones, 2016;
Robles, 2012).
All participants expressed the desire for more students to participate in mandatory
CTE courses to gain additional soft skills, but all had different implementation and
evaluation procedures. Soft skills assessment instruments have been created by various
researchers (Blalock et al., 2006; Hyslop, 2016; Jones, 2016; Jones & Weigel, 2014,
Mitchell, 2008). These instruments all contain appropriate soft skill evaluation
procedures, but most CTE educators and educational leaders are unfamiliar with these
evaluation instruments. Implementing some of these tools into CTE curriculum and
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standards could be helpful for teachers in implementing and assessing soft skills.
However, these tools may not be appropriate for all CTE courses. The hands-on nature of
some business and technology courses taught by participants may not be conducive for a
chart, scale, or document to grade soft skills. In addition, all participants in this research
study valued the creativity in the way they can implement soft skills into their courses.
Participants had positive views of soft skills and worked to incorporate these concepts in
their lessons. This was observed from interviews and artifact analysis. In certain CTE
courses, where a soft skills evaluation instrument would not be appropriate, these
materials could serve as CTE evaluation instruments as well. Another option for
consistency of soft skill implementation and evaluation could be a portfolio where
educators can share examples of their best practices and view examples from other CTE
teachers. Since most of the participants were not members of a professional organization,
a shared portfolio could serve as another option for collaboration among CTE teachers.
This study can be replicated at different school districts in different settings. The
findings of this study could be used for future quantitative studies involving graduates of
CTE programs and how they apply the information they acquired in CTE courses after
high school. Survey research could be conducted to assess comparatively how CTE
concentrators, students who took less than two CTE courses, or students who did not
participate in CTE courses at all demonstrate soft skills in college or jobs after high
school. Information about graduates' demographic and geographic data could be collected
to determine if ethnicity or income impacts student success in CTE programs. The school
districts studied were affluent and lacked diversity. A similar research study with
ethnically diverse participants could provide more information about the perception and
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benefits of CTE. Research from Rebell et al. (2017) indicated that the soft skills gap is
more significant for minority and low-income students. Future research studies could
ascertain if diversity among students and teachers impacts soft skills implementation
within the CTE curriculum.
This research study focused on only two CTE areas, business and technology.
This study could be replicated to examine other CTE areas in addition to business and
technology. Business teachers and technology teachers in the study used different
standards for lesson planning. They were not all familiar with CTE standards, including
CDOS, CCTC, and CCRS. A future research study would be helpful to determine which
standards teachers in other CTE areas use for lesson planning. Five other CTE areas can
be studied for future research: agricultural education, family and consumer sciences
education, health science education, trade and technical education, and work-based
learning. Future research involving different CTE areas could be beneficial in exploring
how CTE educators teaching other subjects perceive the role and application of soft skills
within specific CTE curricula. This research could be a valuable tool for the evaluation of
soft skills within all the CTE areas.
Findings from this study could contribute to more extensive analysis to determine
if traditional versus alternative teacher certification impacts soft skills delivery. Many
states, including New York, provide alternative certification pathways for CTE teachers
with specific training or industry experience (Disare, 2016). Very little research has been
done to determine if those teachers effectively implement CTE Learning standards,
specifically soft skills, into their curriculum due to their lack of formal classroom
education. Stone (2017) indicated that technology teachers with alternative certification
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might have difficulty teaching soft skills. Though not noted in this particular study, this
issue could be explored in greater detail using quantitative or mixed-method research.
There is a CTE teacher shortage in NY and other states (Bartholomew, 2014; Disare,
2016). New alternative certifications recently enacted offer the opportunity for many
industry practitioners to enter into teaching (Disare, 2016; Rebell et al., 2017; Saunders,
2017). Further research to examine if CTE teachers with alternative certification are
effective in teaching soft skills could benefit CTE students and teachers.
The participants in this study were all CTE teachers with between ten and twentythree years of teaching experience. Findings from this study indicated a lack of
consistency within CTE programs and CTE evaluation instruments and how these
teachers view CTE state standards. Even with the inconsistency in programs, these
experienced teachers all implemented soft skills effectively within their programs. Future
research could determine if new teachers are as effective at teaching and evaluating soft
skills. It is important for the future of CTE to determine if soft skill implementation in
CTE has been impacted by new legislation, updated learning standards, and even the
Covid-19 pandemic.
Conclusion
Modern CTE programs are being viewed as programs to prepare students for
college and future careers. Today's CTE programs are quite different from the vocational
education programs of the past. CTE students are equipped with career readiness skills
that they can apply in college or the working world (Daggett, 2003; Dougherty, 2016).
The ability for students to acquire soft skills is one of the most beneficial aspects of CTE
programs. The nature of CTE programs is being updated to reflect more academic rigor,
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and the roles of CTE teachers have continued to evolve as well. While creating and
delivering classroom instruction, CTE teachers can practice autonomy. The fact that CTE
teachers can bring creativity to the classroom dramatically benefits students. However,
the number of CTE areas, varying standards, and lack of evaluation instruments can lead
to inconsistent program delivery and evaluation, resulting in different learning outcomes
for students.
The findings from this study reveal business and technology teachers'
perspectives regarding the importance of soft skills within the CTE curriculum. The
findings suggest that the content taught in CTE courses provides an opportunity to
acquire soft skills that today's employers desire from job candidates. The experiential
learning opportunities that CTE students participate in offer them the opportunity to
develop skills that they can use in future practice (Kolb, 1984). Findings also indicated
that CTE teachers appreciate their autonomy in creating lessons but could benefit from
universal standards and consistency across CTE areas.
As recommendations for future practice suggest, CTE teachers feel mandatory
CTE programs and increased diversity within CTE programs could benefit even more
students. Mandatory CTE programs could offer consistency across CTE areas. With the
support of mandatory CTE from policymakers and school administrations, teachers'
perceptions on the implementation of soft skills within career planning would benefit
their students.
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Signed form of IRB approval to conduct the study within the involved institution(s).
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APPENDIX B: REQUEST TO CONDUCT RESEARCH

Dear CTE Educator,

SCHOOL OF EDUCATION

You are being asked to participate in this research study because of your role as a CTE
Teacher in either the field of business or technology. The purpose of this study is to
examine teacher perceptions of how soft skills are implemented in CTE programs, how
those programs prepare students for college and future careers, and if any difference
exists in different CTE areas.
The research will be conducted through interviews and the collection of classroom
materials. The interview should take no more than 60 minutes through a virtual platform,
such as WebEx, at a mutually agreed upon time. All the information will be kept
confidential, and pseudonyms will be used instead of your name and school. The
collection of artifacts will consist of a unit plan, course outline, project rubric, and
student evaluations. The materials will be confidential, and pseudonyms will be used
instead of your name and school.
Your participation is completely voluntary, and there is no penalty for withdrawing from
the study. There are no perceived risks or harm for participating in this study. The benefit
of participation is that the data collected can inform school administrators and decisionmakers about the importance of CTE programs as CTE is not mandatory in all schools,
and programs differ between different school districts.
If you have any questions regarding the study or are interested in seeing the results,
please contact Alison Matthews at alison.matthews13@my.stjohns.edu or (516) 7701829.
Thank you for participating in this study.
Sincerely,
Alison Matthews
Your signature indicates that you agree to volunteer as a research participant for this
study and have given consent to be video recorded.
Participant’s Name

_________________________________________

Participant’s Signature

_________________________________________

Today’s Date

_________________________________________
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APPENDIX C: INFORMED CONSENT FOR INTERVIEW PARTICIPATION
SCHOOL OF EDUCATION

Elements of
Informed
Consent

CONSENT FORM FOR ADULTS
Consent to Participate in a Research Study

You have been invited to participate in a research study to learn more
about how Career and Technical Education (CTE) teachers incorporate
soft skills into instructional practice and curriculum and how these
skills, desired by employers, translate into college and career
readiness. Alison Matthews, Department of Educational
Administration & Instructional Leadership, St. John's University, will
conduct this study as part of her doctoral dissertation. Her faculty
sponsor is Dr. Katherine Czado Aquino, SJU Department of
Educational Administration & Instructional Leadership
What will the If you agree to be in this study, you will be asked to do the following:
subject be
1. Complete a background questionnaire about your teaching
asked to do
experience (CTE subject area, years teaching, certification
(description
pathway, previous industry experience).
of
2. Take part in an interview concerning the implementation of
procedures)?
soft skills in CTE programs
3. Submit classroom artifacts (unit plan, course outline, project
rubric).
If audio- or
Your Zoom interview will be recorded. You may review this recording
videotaping
and request that all or any portion of the recording be
will occur:
destroyed/deleted.
How
much Participation in this study will involve one hour and 30 minutes of
time
will your time: 60 minutes to complete the interview and approximately
15-20 minutes to submit artifacts.
participation
involve
(total?
number/appro
ximate length
of sessions)?
Risks
There are no known risks associated with your participation in this
reasonably to research beyond those of everyday life.
be expected
& assistance
Who is doing
what and
why?
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available, if
needed

If there is
more than
minimal risk
and there is
any
possibility of
physical
injury:

Federal regulations require that all subjects be informed of the
availability of medical treatment or financial compensation in the
event of physical injury resulting from participation in the research. St.
John's University cannot provide either medical treatment or financial
compensation for any physical injury resulting from your participation
in this research project.
Inquiries regarding this policy may be made to the principal
investigator or, alternatively, the Human Subjects Review Board (718990-1440).

Benefits
reasonably to
be expected

Although you will receive no direct benefits, this research may help
the investigator understand the importance of soft skills within CTE
programs. (Please note: Incentives are not a benefit and should not be
included as such.)
You will be paid $0 for completing the interview session or submitting
the artifacts.

Fees or
incentives, if
any:
Extent to
which
subject's
confidentialit
y will be
maintained
AND

Confidentiality of your research records will be strictly maintained by
using pseudonyms instead of names and schools. Consent forms will
be stored separately from data to ensure that the subject's name and
identity will not become known or linked with any information they
have provided.
Your responses will be kept confidential with the following exception:
the researcher is required by law to report to the appropriate
authorities, suspicion of harm to yourself, to children, or to others.
If minors (< Your responses will be kept confidential by the researcher, but the
18 years of researcher cannot guarantee that others in the group will do the same.
age)
are
involved,
mandated
reporting
Voluntary
Participation in this study is voluntary. You may refuse to participate
nature of
or withdraw at any time without penalty. For interviews,
participation/ questionnaires, or surveys, you have the right to skip or not answer
right to
any questions you prefer not to answer. You have the right to request
withdraw or
the return of submitted artifacts at any time without penalty.
not to answer
questions
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If subjects are
students,
patients,
clients, etc.
Explanation
& offer to
answer
questions
For questions
about
subjects'
rights
If subjects'
statements
may be
quoted,
include an
attribution
statement.
Copy of
consent given
to subject

Non-participation or withdrawal will not affect your grades or
academic standing.
If there is anything about the study or your participation that is unclear
or that you do not understand, if you have questions or wish to report a
research-related problem, you may contact Alison Matthews at
(516) 770-1829, alison.matthews13@my.stjohns.edu, 8000 Utopia
Pkwy, Jamaica, NY 11439 or the faculty sponsor, Dr. Katherine Czado
Aquino at (718) 990-2000, czadoaqk@stjohns.edu.
For questions about your rights as a research participant, you may
contact the University's Human Subjects Review Board, St. John's
University, 718-990-1440.
 Yes, I give the investigator permission to use my name when
quoting material from our interview in his/her [dissertation,
presentations, or publications.
 No, I would prefer that my name not be used.

You have received a copy of this consent document to keep.

Agreement to Participate

Subject's
agreement to
participate
Subject's
Signature &
date

Subject's Signature

Date
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APPENDIX D: RESEARCH QUESTIONS AND CORRESPONDING SOURCES
Data Source

Question
Introductory Questions

•

RQ1: What Is the Perceived Role of Soft Skills Within
CTE Curriculum in Business and Technology?

•
•

RQ1A: How Do CTE Teachers Incorporate Soft Skills
Content into Their Curricula?

•
•

RQ1B: What Strategies Do Teachers Report Using to
Address NYS CDOS Standards When Incorporating Soft
Skills Content in CTE Coursework?

•
•

RQ2: How Do CTE Business and Technology Teachers
Perceive the Use of Soft Skills for Career Preparation and
Planning?

•
•

RQ3: What Differences Exist, If at All, Between CTE
Business and Technology Teachers' Approaches in Their
Inclusion of Soft Skills Content in Business and
Technology Courses?
Closing/Reflection Questions

•
•
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•
•

Demographic
Information
CDOS Standards
Kolb’s ELT (1984)
CDOS Standards
SPN BETTER
Learning Model
(2014)
CDOS Standards
SPN BETTER
Learning Model
(2014)
Kolb’s ELT (1984)
SPN BETTER
Learning Model
(2014)
Kolb’s ELT (1984)
SPN BETTER
Learning Model
(2014)
Kolb’s ELT (1984)
Personal Reflection

APPENDIX E: INTERVIEW PROTOCOL MATRIX
Introduction Interview Script
Thank you for agreeing to participate in this research study exploring examine teachers
perceive the role and application of soft skills content within CTE and students' career
planning. You previously signed a consent form agreeing to participate in this research
and to have our interview recorded. Participation in this study is voluntary. At any point,
please let me know if you no longer wish to participate.
Synopsis
I am going to ask you a series of questions. The interview will be recorded for
transcription accuracy. Your responses will be confidential. Pseudonyms will be used
instead of personal information this data is shared.
Do you have any questions before we start?
Demographics
Interview Q 1
Interview Q 2
Interview Q 3
Interview Q 4
Interview Q 5
Interview Q 6
Interview Q 7
Interview Q 8
Interview Q 9
Interview Q 10
Interview Q 11
Interview Q 12
Interview Q 13
Interview Q 14
Interview Q 15
Interview Q 16
Interview Q 17
Interview Q 18
Interview Q 19
Interview Q 20
Interview Q 21

X
X
X
X
X

SPN BETTER
NYS CDOS
Kolb’s
Learning Model
Standards ELT (1984)
(2014)

X
X
X
X
X
X

X
X
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X
X
X
X
X
X
X
X
X

X
X

X
X
X
X
X
X
X
X

APPENDIX F: LIST OF INTERVIEW QUESTIONS
Outline of Interview Questions for Business and Technology Teachers
Interview Phase
Sample Questions
Part I
Background
Demographics
1. How many years have you been teaching business or
technology?
2. Did you start teaching directly after college or were you in
business and industry before teaching?
3. What certifications do you hold? How did you earn your
certification (traditional or alternative pathway)?
4. What grade level and courses do you teach?
5. Are you involved with any CTE professional organizations?
Part II

Soft Skills in CTE
NYS-CDOS Standards
6. How knowledgeable are you regarding standards for CTE
(CDOS, CCSS, CCTC)?
7. Has current educational legislation, like ESSA or Perkins,
impacted how you do your job?
8. How do you ensure that students in your classes demonstrate
personal skills and apply them to future careers?
9. How do you incorporate career development and career
planning into your courses?
ELM
10. Do you participate in any type of WBL or experiential
learning experiences with your students?
11. Can you think of a lesson or activity that was challenging for
students? How did you overcome the barriers when teaching
the lesson or activity?
12. What did you learn about yourself or your teaching style after
this lesson or activity?
13. How did you apply this experience to future lessons or
activities?
BETTER Learning Model
14. Describe any lessons you taught that involved students
working on teams or with people from culturally diverse
backgrounds.
15. Which two of the following qualities are most important for
your students to possess at the end of your class:
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responsibility, self-esteem, sociability, self-management, or
integrity/honesty?
Part III

Reflections
BETTER Learning Model
16. How do you relate your classroom instruction to real-world
applications making students college and career-ready?
17. How do you reward creativity and innovation in the
classroom?
18. What is your goal for your students when they leave your
class at the end of the school year?
19. In what ways do you offer feedback or allow students to
reflect on their work?
20. What do you think is the most beneficial aspect of CTE
courses for students?
21. If you could change anything about CTE for your students,
what would that be?
22. How has the Covid-19 Pandemic impacted your teaching and
ability to teach and observe soft skills?
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APPENDIX G: CTE TERMINOLOGY
COMMON TERMS FOR NYS CTE TEACHERS
Association of Career and Technical Education Administrators
Board of Cooperative Educational Services
Business Teachers Association of New York State
College and Career Readiness Standards
Common Core State Standards
Common Career Technical Core
Career Development and Occupational Studies
Career Exploration Internship Program
Career & Technical Education Cooperative Work Experience
Program
CTE
Career and Technical Education
CTE TAC
CTE Technical Assistance Center
CTSO
Career and Technical Student Organizations
DECA
(Formerly Distributive Education Clubs of America)
Entrepreneurship, marketing, finance student organization
DOL
Department of Labor
ESSA
Every Student Succeeds Act
FBLA
Future Business Leaders of America
GEWEP
General Education Work Experience Program
IAB
Industry Advisory Board
LEA
Local Educational Agency
NYAAE
New York Association of Agricultural Educators
NYSACTE
New York State Association for Career and Technical Education
NYSAFCSE New York State Association of Family and Consumer Science
Educators
NYSED
New York State Education Department
NYSHSEA
New York State Health Science Educators Association
NYSTEEA
New York State Technology and Engineering Educators
Association
NYSTTTA
New York State Trade and Technical Teachers' Association
NYSUT
NYSUT New York State United Teachers
PERKINS
Grant source for CTE programs across the nation
SBE
School-Based Enterprise
SKILLSUSA Empowerment to become world-class workers, leaders and
responsible American citizens
STEM
Science, Technology, Engineering, and Mathematics
UFT
United Federation of Teachers
WBL
Work-Based Learning
WECANYS Work Experience Coordinators' Association of New York State
WECEP
Work Experience and Career Exploration
WIOA
Workforce Innovation & Opportunity Act
ACTEA
BOCES
BTANYS
CCRS
CCSS
CCTC
CDOS
CEIP
CO-OP
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